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CHAPTER I 
INTRODUCTION 
Background of the Problem 
The importance of a practicum experience in counselor ed-
ucation is certainly evident from widespread support and tes-
timony. Its endorsement can be found in the statements of 
policy and preparation of The American Personnel and Guidance 
Association, 1 The Association for Counselor Education and 
Supervision, 2 The American School Counselor Association,3 and 
The American Psychological Association.4 
It is assumed that the practicum is a necessary part of the 
!American Personnel and Guidance Association, "The 
Counselor: Professional Preparation and Role: A Statement of 
Policy," Personnel and Guidance Journal, XXXXII (1964), 536-541. 
2Association for Counselor Educqtion and Supervision, 
Standards for Counselor Education in the Pre aration of 
Secondary School Counselors Washington, D.C.: American 
Personnel and Guidance Association, 1964). 
3American School Counselor Association, Statement of Policy 
for Secondary School Counselors and Guidelines for Imole-
mentation of the ASCA Statement of Polic for Secondar School 
Counselors Washington, D.C.: American Personne and Guidance 
Association, 1964). 
4American Psychological Association, "The Scope and 
Standards of Preparation in Psychology for School Counselors," 
American Psychologist, XVII (1961), 149-152. 
1 
2 
educational experience of the counselor-in-training. During 
this experience the counselor-in-training has the maximal op-
portunity to develop appropriate attitudes, feelings, and 
intellectual understanding about himself and others. Basically, 
the. supervised practicum should allow the candidate to integrate 
theory with practice. The text book knowledge which has been 
mastered in previous courses should now be utilized in new ways. 
The practicum, then, is the period in which the counselor-in-
training has the opportunity to test his skills. 
Although most counseling educators would agree with the 
statement that the supervised counseling practicum is one of the 
most important facets of a counselor's education, there appears 
to be little information on the topic. Patterson related that 
in contrast to the extensive literature on the subject of super-
vision in psychotherapy, there is comparatively little on the 
supervision of counseling. 5 Hansen and Warner in their review 
of research on practicum supervision in four journals, Counselor 
Education and Supervision, Journal of Counseling Psychology, 
American Psychologist, and Journal of Consulting Psychology 
from 1~60 to 1969, found only twenty-five articles. They con-
cluded that little had really been learned from the various 
5c.H. Patterson, "Supervising Students in the Counseling 
Practicum," Journal of Counseling Psychology, XI (1964), 47-53. 
3 
studies and that what was needed was an end of description and a 
move toward more solid experimental investigation.6 Cash and 
Munger, after reviewing the literature on counselor preparation 
from 1963 to 1966, reported that, "the scarcity of investi-
gations in the area of supervision indicates the need for study 
in this important area of the counselor education program."7 
This study's own research into the counseling literature 
has led to the conclusion that while there are articles about 
-, 
practicum, or certain phases of supervision, most, if not all of 
these, seem to rely on established practicum procedures. As 
will be noted in Chapter II, little if any research has in-
corporated the evaluation of new or novel supervisory pro-
cedures developed from psychological or sociological models. It 
is in the light of this lack of basic research regarding possible 
alternatives to a "standard" practicum experience that this 
p~esent study is offered. 
6James C. Hansen and Richard W. Warner, "Review of Research 
on Practicum Supervision," Counselor Education and Supervision, 
x (1971) , 261-272. 
7William Cash and Paul Munger, "Counselors and their 
Preparation," Review of Educational Research, XXXVI (1966), 259. 
4 
Puroose of the Studv 
The purpose of this study is not merely to compare two 
methods of conducting a practicum, but rather it is an attempt 
to compare two different methods of supervision, where all other 
practicll!~ experiences are held constant. One group of 
counselors-in-training had the opportunity to be exposed to 
supervision in which the supervisor was present during the 
counseling sessions, serving as a co-counselor. In this group, 
the monitor-modeling group, labeled Group I, a non-threatening 
attitude was assumed by the supervisor. The objective being 
that both supervisor and trainee would act as collaborators in 
the counseling effort. 
In the other group, the immediate feedback group, labeled 
Group II, emphasis was placed on the supervisor being a "learned 
other" serving as an evaluator of the counseling efforts of the 
trainees. It was more of a didactic approach to supervision. 
The supervisor listened to, and evaluated the tapes of the 
trainees in their presence immediately following the counseling 
sessions. 
Basically, then, this study attempts to evaluate the fa-
cilitative skills of these counselors-in-training following 
specific differential methods of supervision. 
6 
Illinois. During this semester, the counselors-in-training are 
exposed to a wide range of activities including role-playing, 
-, 
video taping, exercises in listening, listening to "professional" 
tapes, and above all, counseling experiences. More details 
about the practicum will be found in Chapter III. 
counselors-in-training - Counselor-trainees 
These were those students enrolled in the above practicum 
.during the second semester of the academic year, 1970-71. Data 
relating to age, sex, occupation, and test scores are summarized 
in 'l'.,blon l to!:>, CIH1ptor III. 
Monitor-modeling - Group I 
This was a term coined and applied by this researcher and 
by Dr. Manuel s. Silverman, the director of this study, to a 
specific form of counseling supervision. This form of super-
vision places the supervisor in the room with the beginning 
counselor so that it appears as though both the counselor-in-
training and the supervisor are co-counselors. In one way this 
is true since both are actually counseling. Yet, in another 
way this concept is inaccurate, for the counselor-in-training is 
actually responsible for the sessions. An analogy might be noted 
here. In a driver's education course both the instructor and 
the trainee step into a car. Both have a set of instruments 
--
7 
before them. The actual direction of the automobile, however, 
is in the hands of the trainee. From time to time, though, the 
instructor may have to brake or accelerate the vehicle. Thus 
-, 
in the monitor-modeling situation the supervisor intercedes from 
time to time with a more accurate response when he perceives 
that the trainee has missed the communication from the client 
or is pursuing a tangential point. The supervisor's response 
"monitors" or regulates the session as well as providing a 
"model" type of communication. This procedure is based on a 
theory of learning by imitating or modeling. The major pro-
cesses involved in imitative learning are observing a model and 
patterning one's behavior after that model. Spector, Dustin, 
and George speak precisely to this point of the counselor 
educator as model: 
"In modeling, changes in behavior occur on a 
vicarious basis through observation of other 
persons' behavior and its consequences for them, 
(Bandura, 1969, p. 118). When counseling 
students are exposed to modeling influences, 
three kinds of behavior change may occur: (a) 
the students learn new behaviors that they did 
not previously possess; (b)the students' in-
hibitory behaviors may be strengthened or 
weakened; ••• (c)the model may serve to facilitate 
previously learned behaviors that are similar 
to the modeled behaviors, (Bandura and Walters, 
1963). Since modeling can facilitate sig-
nificant learnings, deliberately acting as a 
model is an important activity of the counselor 
educator. He demonstrates the behaviors he 
is trying to teach, and students carefully 
watch his behavior."8 
8 
Hargrove and Porter also utilize this process of modeling. In 
reference to the early stages of training in discrimination these 
authors remark that, "modeling by the trainer is extremely 
important because it is here that he begins building his base 
or relationship with his trainees. The trainer's understanding 
of the trainees' apprehension or resistance regarding the 
training can be a good opportunity to model both discrimination 
and comrnunication."9 
Immediate Feedback - Group II 
One-half the practicum students were provided with the 
opportunity of having their tapes listened to immediately 
following the counseling session. In the past, the supervision 
of a taped interview would range anywhere from an hour to a 
week after the interview. It was often found that the feelings 
and questions which a beginning counselor experienced about a 
session would be lost and could not be summoned forward at the 
8Patricia Spector; Richard Dustin; Rickey L. George, 
"Toward Developing a Behavioral Counselor Education Model," 
Counselor Education and Supervision, X (1971), 242-25. 
9David Hargrove and Thomas Porter, "Discrimination: An 
Aspect of the Helping Process," Journal of Research and 
Development in Education, IV (1971), 31. 
-9 
time of his supervision. During the forty-five minute period 
of supervision which took place immediately after the interview, 
") 
the supervisor would play segments of the tape, offer comments, 
and perhaps ask a few questions of the counselor. The trainee 
might be asked how he felt about the interview, what, in his 
opinion, constituted the main problem of the client, what was 
his direction or purpose in the interview, and how he reacted 
to the silences? This procedure was based on the idea that in 
"going over the tape" the beginning counselor would gain valuable 
insight into his counseling techniques by hearing himself on the 
tapo, and, aided by the remarks of the supervisor, could affect 
a more efficient counseling session. 
Assumptions 
This study is based upon the following assumptions which 
have come to be accepted by the profession, either theo-
retically or through empirical research. First, a supervised 
practicum is recognized as a necessity in the professional 
preparation of counselors. This point has been articulated 
upon in the previous pages. 
Second, the training of counselors should produce in-
dividuals "high" in facilitative skills. According to Truax 
and Carkhuff and the research which they have enacted over the 
F 
10 
years, clients improve when certain conditions are present. 
These conditions are empathy, respect, concreteness, genuineness, 
confrontation, and immediacy.lo Hence, it is assumed that the » I 
trainees of the program should grow in the use of these fa-
cilitative skills. 
Third, it is assumed that the counselors-in-training are 
interested in improving their counseling skills and are capable 
of. doing so. This assumption provides that counselors want to 
and can learn to understand their clients better, so that they 
can more readily help them solve their problems. 
The fourth assumption establishes that learning to be a 
counselor is both an emotional and intellectual experience. 
Both are important, but of the two, the emotional aspect is the 
more important. 
Limitations 
First: Since the practicum was only sixteen weeks long, it 
may not be justifiable in making judgments on the effect of the 
treatment. It is also conceivable that one form of treatment 
could take longer than the other to be meaningful. 
Second: Regardless of the degree to which the obtained 
10charles Truax and Robert Carkhuff, Toward Effective 
Counseling and Psychotherapy (Chicago: Aldine Press, 1967), 
p. 92. 
• 
• 
11 
data reflects attitudinal differences existing between the two 
groups, it must be acknowledged that no provision has been mad~ 
to determine if these will be of lasting or temporary con-
sequence. 
Third: To generalize to the total population of counselor 
candidates may not be justified on the basis of the small 
number of subjects (twenty-four) involved in this experiment. 
Fourth: Another limitation of the study concerns the 
treatment itself. The design of the study does not provide for 
evaluation of any single aspect of either paradigm. Hence, it 
is not possible to weigh the relative value of any of the 
stimuli composing the total treatment. 
Fifth: Still another limitation of the study constitutes 
the consideration -0f the performance as the only criterion for 
judging the relative success of the supervised practicum for 
any individual counselor candidate. Certainly significant 
experiences and growth in a practicum cannot be limited to in-
crease in skills alone. This excludes the whole idea of self 
awareness, self growth, self actualization which may accompany 
or even precede growth in performance skills. 
Sixth: One further limitation arose from the very nature 
of the experiment. The counselors in the monitor-modeling group 
had no opportunity to experience this new method of supervision 
12 
by role-playing prior to the time they saw their first clients. 
Many of those in the group felt this to be a handicap. 
Seventh: A final limitation occurs in that only one in-
str~~ent was employed, namely the pre and post judges' ratings 
as based on the Carkhuff scale of "Gross Ratings of Facilitative 
Interpersonal Functioning." 11 While it would have been helpful 
and oven valuable to have used other criteria to evaluate the 
success of the practicum experience, this instrument was con-
sidered adequate for judging the relative helpfulness of 
counselorse 
Organization of the Study 
Chapter I presented an introduction to the study. The 
background of the problem, including assumptions made, was 
described. The specific hypotheses to be tested were stated, 
and terms used in the experiment were defined. Consideration 
was then given to the limitations of the study. In Chapter II, 
related research literature will be discussed, so that the 
current status of the problem may be assessed. Chapter III will 
describe the design of the experiment, including characteristics 
of the subjects, the experimental treatments, descriptions of 
11Robert R. Carkhuff, Helping and Human Relations, Volume l 
(New York: Holt, Rinehart and Winston, Incorporated, 1969), 
pp. 115-123. 
... 
13 
the data-gathering instruments, and the rationale for their 
selection. Chapter IV reports the summaries of the pre and post 
") 
treatment data and explains the statistical tests applied to 
determine the significance of the results. The results are 
interpreted in this chapter, and the extent of the consistency 
of the data with the hypotheses is also analyzed. Chapter V 
, draws some conclusions on the study, and the meaning this 
research might have for present practice and theory in counselor 
education is discussed with suggestions offered for the direction 
of future research. Appendices containing materials pertinent 
to this study are included at the end of the dissertation. 
CHAPTER II· 
") 
REVIEW OF RELATED LITERATURE 
Introduction 
The purpose of this chapter will be to review the literature 
pertaining to the supervised practicum. This segment will 
~ttcmpt to restrict itself to four general categories, tho 
first, a description of the purposes and goals of supervision, 
the second, the nature of supervision, the third, empirical 
studies on the supervised practicum, and the fourth, the 
multiple therapy approach to the supervised practicum. It will 
b~ difficult to use a rigid system of classification since there 
is much overlap among the research studies. 
Counselor educators and counselor-trainees would probably 
all agree that the supervised practicum is the most important 
course in the training of a counselor. Various professional 
organizations previously cited endorsed its value and importance 
(cf. Chapter I). However, as the reader reviews the literature 
in this area, it becomes increasingly clear that massive con-
fusion exists pertaining to the function and goal of the 
practicum. How should trainees act as a result of the practicum 
experience? What effects should a successfully trained 
14 
,... 
15 
counselor produce as a result of practicum supervision? Is the 
supervised practicum a teaching experience or a therapeutic 
experience? How does one judge the success of a supervised 
practicum? These were only a few questions this inquiry pro-
posed as it began the search of literature, hoping for answers. 
The results, however, were far from encouraging. This study 
wonders just how much of the research has really made a dif-
ference. To be more precise, exactly what will or what have 
counselor educators enacted differently as a result of the 
research studies in counseling practicum? Has the research, 
which has been produced over the past ten years, really made an 
impact in terms of better counseling and ultimately greater in 
benefit to the clients? Perhaps these are difficult questions 
to answer and perhaps even unfair, yet, it seems that they 
should be posed. 
This study does believe that some very good work has been 
done and is being done in the field of practicum supervision, 
but all of it does not merit the name of "research." It seems 
that much of the confusion concerns the very nature of super-
vision. This next section explores that very point. 
., 
16 
The Purpose of Suoervision 
Patterson12 believes that the purpose of supervision is to 
help the neophyte counselor understand the feelings and ex-
periences of the client at each moment of the interview and to 
conununicate this understanding to the client. He supports this 
position because he considers this the essence of good 
counseling. The supervisor is therefore providing a model of 
good counseling for this trainee. 
Arbucklel3 tends to focus more on the student counselor. 
He believes that the purpose of supervision is to help the 
etudont counselor coma to a groator un<loratanding of who ho io 
so that he can develop his own theoretical position at a more 
., 
visceral level and become a more genuine person who is then more 
capable of developing a human relationship in which others are 
helped to grow and develop toward greater personal freedom. It 
would seem that he would want his trainee to become an expert in 
interpersonal relationships, but first the trainee must come to 
a knowledge of himself and those hindrances which would impede 
his work with others. 
l2 II • • 7 Patterson, .Supervising Students," pp. 4 -53. 
13Dugald Arbuckle, "Supervision: Learning not Counseling," 
Journal of Counseling Psychology, XII (1965), 90-94. 
17 
Personal growth of the counselor seems to be the goal and 
purpose of the practicum for Peters and Hansen •14 For them, _> I 
the practicum should provide those learning experiences which 
can facilitate the optimal growth of the student by froeing his 
po ton ti."\l i Liou to be himnol f. lion cu, nuporvinion would hnvo to 
bo rnoro thiln j m; t procc<luro .::ind techniqucn. 
A threefold goal for tho supervised practicum has been 
established by Hansen and Barker. 15 First, practicum provides 
an opportunity for the application and integration of the 
principles and methods which the trainee has studied. Second, 
practicum provides an opportunity for the trainee to enhance 
his self-concept. Third, practicum provides experiences which 
can facilitate the optimal growth of the person by freeing his 
potentialities to be himself. This point is quite similar to 
that of Peters and Hansen. 
In their book, Supervised Counseling Experience, Kelz and 
Trembley spell out six goals for the supervised practicum 
course:l6 
14 Herman J. Peters and James Hansen, "Counseling Practicum: 
Bases for Supervision," Counselor Education and Suoervision, II 
(1963) t 82-85. 
15James C. Hansen and Edwin Barker, "Experiencing and the 
Supervisory Relationship, 11 Journal of Counseling Psychology, XI 
(Surruner, 1964), 107-111. 
16James w. Kelz and Edward L. Trembley, Sunc~vised 
Counseling Experiences (Boulder, Colorado: Pruett Press, 1965) 
18 
1. Establish counseling relationships. 
2. Employ appropriate counseling techniques. 
3. Deal effectively with counselee problems. 
4. Deal with practicum procedures, i.e., scheduling, 
conducting interviews, etc. 
s. Learn counseling ethics. 
6. Develop self evaluative habits. 
The first four goals appear technique-oriented while the last 
two underscore the professional dimensions of the supervised 
practicum. 
Somewhat similar are the ideas of Antoinette Ryan. 17 The 
purpose and function of the supervised practicum, states Ryan, 
is to establish a process by which the counselor-trainees are 
assisted in improving their competencies and enhancing their 
professional growth and thereby implementing the goals of 
counseling and their professional obligations. 
The most general description for the purpose of the super-
vised practicum was that developed by Delaney, Long, Masucci, 
and Moses who stated that the basic purpose of the practicum 
17Antoinette T. Ryan, "Problem of Counselor Supervision," 
in Commi~~ent to Action in Supervision: Report of a National 
Survey of Counselor Supervision, edited'by Antoinette Ryan; 
Ronald Baker; Garland Fitzpatrick, Ray Hosford, ERIC Document, 
Ed 034-214 (1969) / 4-22. 
19 
was to provide supervised experience in the development of 
well-educated and effective counselors.18 It would seem that no 
., 
one would disagree with such a purpose, but just how would one . 
define "well-educated," and "effective?" 
The purpose of the supervised practicum is to facilitate 
the process whereby the counselor-trainee comes to a better 
understanding of what is going on in t.~e counseling session. 
This is the position held by Altucher. 19 He sees the counselor 
candidate as beginning his cotntse!.ing experiences with mt1.c:-. 
ambiguity and uncertainty and as he begins immersing himself 
into his work he begins to achieve a better understanding of 
what the client is saying and what is actually happ~ning in the 
counseling session. Therefore, the supervisor should do all in 
his power to expedite the process. 
There are some counselor educators as Munger and Johnson 
who feel that if you change the attitudes of the counselor-
trainee there will follow the acquisition of certain skills.20 
l8oaniel J. Delaney; Thomas J. Long; Michael J. ~asucci; 
and Harold Moses, "Skill Acquisition and Perception Change of 
Counselor Candidates During Practicum," Counselor Education 
and Supervision, VIII (1969), 273. 
19Nathan Altucher, "Constructive Use of the Supervisory 
Relationship," Journal of Counseling Psychology, XIV (1967), 
165-170. 
20Paul F. Munger and Carleton A. Johnson, "Changes in At-
titudes Associated with an NDEA Counseling and Guidance 
Institute." Personnel and Gui<i.::nce Journal, XXXXI (1960), 751-
753. 
one cannot disagree with such a purpose, but what attitudes 
does one change so that certain skills can follow? 
20 
.) 
Whiteley senses that the problem about goals of supervision 
is much more complicated. He believes that when we know more 
about what the counselor does and how he does that which fa-
cilitates client change, the problems in defining the purpose 
of supervision will be much more readily approached. 21 Such 
understanding, according to Whiteley, will allow a clearer 
perspective on the desired counselor behavior which the super-
visor is attempting to develop in the supervisee. 
Hosford in his review of literature involving the supervised 
practicum, categorized the goals into five classes:22 
l. Gaining greater awareness and understanding of 
ona'u poraonnlity. 
2. Building and maintaining a counseling relationship. 
3. Refining past learning, incorporating theo-
retical constructs into counseling practice. 
4. Understanding the dynamics of one's behavior and 
their effect on the client. 
21John Whiteley, "The Selection and Evaluation of School 
Counselors," ERIC Document, ED 021-266 (April, 1968), 1-24. 
22Ray E. Hosford, "Research Related to Counselor Super-
vision," in Comrni ti-nc:mt to Action in Supervision: Report of a 
National Survey of Counselor supervision, ERIC Document, ED 
034-214 (1969), 23-35. 
21 
s. Integrating research-findings with counseling 
practice. 
., 
It would appear that a few more classes could be listed, 
i.e., in the sixth category would be added the counselor's 
personal growth. The seventh category would pertain to the 
counselor's professional growth. Here, the counselor would 
come to a better understanding of the ethics of counseling and 
also develop self-evaluative habits. 
One can now begin to appreciate what appears to be certain 
gaps in the information on counselor supervision. There seems 
to be little agreement among writers in counselor education and 
supervision concerning the primary goals of supervision; the 
purposes and goals regarding the tasks of supervisors have 
certainly not always been clear to the counselor educators. 23 
One might also add that part of the confusion about goals 
evolves from the fact that this is usually the last course 
counselor-trainees take in their counseling education curricula. 
As a result, counselor supervisors realize that there are so 
many areas which have been untouched in the trainees' education 
that they as supervisors must remedy the situation·. One part 
of this dilemma might be solved by inserting a "mini-practicum" 
into the counselor education curriculum. During the time of 
23
cash and Munger, "Counselors and their Preparation," 
pp. 256-263. 
22 
this "mini-practicum," which should take place early in the 
course of graduate study, the trainee would be exposed to many 
~ 
experiences such as role-playing, group process~ two-way mirror 
use, and exercises in listening. Such experiences would enable 
the trainee to also have the opportunity to refine past learning, 
and come to a more realistic assessment of himself as a 
counselor. The teaching staff would also be provided with an op-
portunity for making a better evaluation of a trainee's aptitude 
of counseling skill. 
Another prime source of confusion regarding counselor 
supervision information arises from the fact that the literature 
concerning the supervised counseling practicum has existed for 
only about ten years. This short span of time definitely con-
tributes to the communication gap surrounding counselor super-
vision. 
The Nature of the Sunervisory Process 
Is supervision a teaching process or is it a therapeutic 
process? Does the supervisor consider himself an educator or a 
counselor? As the reader would suspect there is again little 
agreement among writers on this aspect of supervision. 
Patterson24 does not believe that the supervisory process 
should be therapy, but he feels that it should be like all goo~ 
24 n • • A 53 Patterson, Supervising Students, pp. 47- • 
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relationships, therapeutic. He feels that supervision is a 
special form of relationship in which a type of learning, similar 
-, 
to that experienced in therapy, takes place. He is more in-
terested in the counselor-trainee developing sensitivity, under-
standing, and the ability to communicate these therapeutic in-
gredients. Patterson believes that supervision should fall 
somewhere between teaching and therapy. 
Arbuckle25 is concerned with the supervisor as an evaluator 
of the trainee, and yet believes that the supervisory re-
lationship should be as non-threatening as possible. He feels 
that the student goes through a number of eA'Periences and needs 
someone to help him understand just what is happening. What 
Arbuckle seems to suggest is that the supervisor must act very 
much like a counselor possessing such qualities as honesty, 
genuineness, self-congruence, and unconditional positive regard. 
Boy and Pine26 further support the idea of supervision 
being a relationship. The supervisor attempts to create a 
relationship in which a counselor candidate is able to develop 
an awareness of himself and his interactions with his en-
vironment and the characteristics of a facilitative relationship. 
25 Arbuckle, "Supervision: Learning not Counseling," 
pp. 90-94. 
26Angelo v. Doy and Gerald s. Pine, 11 Strengthening tho Off-
Campus Practicum," Counselor Education and Suoervision, VI 
{1966), 40-43. 
. 1 
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These authors believe that this relationship helps the pro-
spective counselor become comfortable with himself so that he 
becomes less defensive, more honest with himself, thus, more 
facilitative, and less dogmatic. It would seem that these 
authors are almost describing the results of therapy. 
The idea that supervision is a special form of therapy is 
articulated by Truax and Carkhuff. 27 During supervision, a 
learning or re-learning procosc takes place in tho context of a 
9pccial kind of interpersonal relationship which is free of 
throat and facilitative of the trainee self-exploration. It is 
interesting to note how many of the writers highlight the fact 
that supervision as a process should be free of anxiety-pro-
ducing situations. This does not seem to be the experience of 
the trainees. 
Rogers, 28 Hansen and Barker,29 and others could be listed 
., 
as supporting the idea that the nature of the supervisory process 
27 Robert R. Carkhuff and Charles B. Truax, "Training in 
Counseling and Psychotherapy: An Evaluation of an Integrated 
Didactic and Experiential Approach. 11 Journal of Consulting 
Psychology, XXIX (1965), 333-336. 
28carl Rogers, "Training Individuals to Engage in Thera-
peutic Process, 11 Psychology and Mental Health, edited by C.R. 
Strother (Washington, D.C.: American Psychological As-
sociation, 1957) • 
29Hansen and Barker, "Experiencing the Supervisory 
Relationship," pp. 107-111. 
is that of therapy. This experiential apnroach is more con-
cerned with the counselor's growth and development. 
25 
The nature of the supervisory relationship has been des-
cribed by some as didactic-intellectual. According to Truax 
and Carkhuff, "the didactic approach is supported by theorists 
holding that supervision represents the conscious effort of a 
., 
professional to program future therapists with the proper "sets" 
and repertories of correct responses. 1130 Thorne and Wolbe:rg 
would seem to fall into this category. 
Perhaps the nature of the supervisory process could be 
listed as having the following characteristics: 
1. The supervisory relationship is more than 
just learning techniques and proper cues. 
2. The supervisory relationship is the matrix 
in which the counselor trainee has the op-
portunity to discover himself, experiment 
with new behaviors, become less defensive, 
accept himself more honestly, and experience 
himself in a new way. 
3. The supervisory relationship resembles the 
therapeutic relationship much more than it 
30charles B. Truax; Robert R. Carkhuff; John Douds, 
"Toward an Integration of the Did.:.ctic and Experiential Ap-
proaches in Counseling and Psychotherapy," Journal of 
Counseling Psychology, XI (1964), 240-247. 
does a teacher-student relationship. 
The supervisor should see that anxiety-
producing situations are cut to a minimum. 
4. The supervised practicum must contain certain 
evaluative and cognitive elements to it, 
but the greater emphasis must be placed on 
the student's experiential feeling qualities 
in his relationship with his clients. 
Up to this point the focus of research has been on the 
theoretical side of purpose and nature of the supervised 
practicum. First arose the question of how the counselor 
educators conceived the purpose of the practicum. Then, an 
26 
"} 
attempt was made to answer the question concerning the nature 
of the supervisory relationship. In the next segment of this 
study the empirical studies on the supervised practicum will be 
explored. 
The nature of the research in the area of the supervised 
practicum is very inconclusive. The critics, and they are many, 
are quite harsh in assessing the value of the work done by the 
researchers in counseling. Thoresen31 indicates that most 
published research is quite simply a waste of valuable time and 
31carl E. Thoresen, "Relevance and Research in Counseling," 
Review of Educational Research, XXXIX (1969), 263-281. 
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resources. The author feels that most studies as they are con-
ceptualized, designed, executed, and analyzed, make little dif~ 
ference to counseling theory or practice. Carkhuff noted the 
very same th~ng when he indicated, "there are no well designed, 
controlled, and implemented studies assessing the efficacy of 
training programs."32 Hansen and Warner33 state that the 
striking element in most of the studies proposes that they are 
descriptive and limited in nature. These writers go on to note 
that as educators we are no closer to knowing what kind of role 
or roles a supervisor should play; they wonder if we have any 
substantial data informing us of the difference the various 
roles played by supervisors make in terms of developing 
counselors' attitudes and skills. 
The major objections to the research can be summarized 
in this manner: 
1. Confusion of goals - one cannot do research in 
counselor educat~on in the areas of selection, 
training, supervising, evaluating, without 
first stating the desired end-product.34 
32 Robert R. Carkhuff, "Training in the Counseling and 
Therapeutic Practices: Requiem or Reville?" Journal of 
Counseling Psychology, XIII (1966), 360-367. 
33James c. Hansen and Richard w. Warner, "Review of 
Research on Practicum Supervision," Counselor Education and 
Suoervision, X (1971), 261-272. 
34Thoresen, "·Relevance and Research," pp. 26 3-281. 
2. Lack of information in the areas of specific 
types of changes in the supervisees due to 
specific supervision variables.35 
3. 
4. 
Lack of information on the effects of the 
supervised practicum on the candidates.36 
Lack of information on extent to which super-
visors implemented a rationale in selecting 
materials and methods.37 
28 
With these precautions in mind one can now examine the research 
provided in this area. 
Empirical Studies on the Supervised Practicum 
Just exactly how does a supervisor organize his super-
visory hours with his students? Walz and Roeber38 discovered 
that a group of supervisors at mid-western universities when 
asked to provide comments on a typescript of a counseling in-
terview tended to emphasize the cognitive aspects of the in-
terview. These authors found the focus more on the counselor 
., 
than on the client, and that the supervisors were more concerned 
35cash and Munger, 11 Counselors and Their Preparation," 
pp. 256-26 3; Hansen and Barker, "Experiencing the Supervisory 
Relationship," pp. 107-111. 
36Robert I. Havens, "Characteristics of High and Low 
Practicum Rated Counselor Candidates, 11 Ph.D. dissertation, ERIC 
Document, ED 021-492 (1966), 1-235. 
37 Ryan, "Problem of Counselor Supervision, 11 pp. 4-22. 
38Garry Walz and Edward Roeber, 11 Supervisors' Reaction to a 
Counseling Interview," Counselor Education and Supervision, II 
(1962) I 2-7 • 
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with the initial stages than the closing stages of an interview 
and thus responded to counselor candidates by instructional 
statements, less frequently by questions, therefore, implying 
some kind of error. 
Four years later, Johnston and Gysbers 39 surveyed super-
visory practices. They examined-normative data on practicum 
supervisors' reactions to selected alternatives for handling 
some typical practicum situations. The situations were sent to 
fifty-one counselor educational programs in the North Central 
Region of ACES. In general, the responses seemed to indicate 
that the supervisors viewed their role as one of non-inter-
vention. The supervisory relationship was indicated as being 
more similar to counseling than teaching. The supervisors ex-
pressed a preference for democratic relationships with 
counselor candidates, feeling that paternalistic or laissez-
faire relationships were not appropriate. 
Although the Johnston and Gysbers study differed somewhat 
from the Walz and Roeber study, the survey still does not 
establish exactly what the supervisor does or why he does it. 
Exoectations of Supervision 
Another line of inquiry has centered on the perceptions and 
39Joseph A. Johnston and Norman c. Gysbers, "Practicum 
Supervisory Relationship: A Majority Report," Counselor 
Education and Supervision, VI (1966), 3-10. 
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expectations counselors-in-training have of their supervisors. 
Delaney and Moore 40 found that supervisors were perceived before 
supervision as primarily instructors in a role analogous to the 
traditional role of any instructional relationship. 
Hansen41 found that trainees had a distorted view of the 
supervisor's role. Thirty NDEA trainees perceived their super-
visor as someone who would be only moderately genuine in his 
") 
relationships, would have a fairly low empathic understanding of 
their feelings, and in general, ".'ould have only a condi-
tionally positive regard for their counseling behavior. The 
candidates' post practicum responses indicated that the sincerity 
and behavior of their supervisors exceeded their expectations. 
Hansen concluded that the supervisors should explain their role 
ahead of time. No attempt was made in this study to relate this 
kind of supervision experience to counselor effectiveness, nor 
was there any attempt made to manipulate this kind of super-
vision. 
Supervisors' and counselor-trainees' expectations were 
0
naniel Delaney and James c. Moore, "Student Expectations 
of the Role of Practicum Supervisor," Counselor Education and 
Supervision, VI (1966), 11-17. 
41James c. Hansen, "Trainees' Expectations of Supervision 
in the Counseling Practicum," Counselor Education and Super-
vision, IV (1966), 75-80. 
I ,, 
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analyzed by Gysbers and Johnston. 42 Fifty-one graduate students 
and ten supervisors at the University of Michigan were given th_~ 
•supervisor Role Analysis Form," three times during a six weeks 
course. These writers discovered that the trainees wanted their 
supervisors to be a person who would supply extensive help in 
dealing with initial counseling contacts, as well as supplying 
detailed factual information such as counseling techniques, test 
information, and relevant reading assignments. They also 
expected their supervisors to evaluate them and to provide 
personal counseling for them. These expectations were found to 
change with the development of the supervisory relationship. 
It is important to note at this time two men who proposed, 
independently of one another, the developmental stages or phases 
of the counselor candidate's growth. Clifford Hunt sees five 
distinct periods:43 
1. Initial period - where the counselor is full 
of threat for the new situation and anxious 
about an unfamiliar situation. 
2. Mechanical period - emphasis at this point 
42Norman c. Gysbers and Joseph A. Johnston, "Expectations 
of a Practicum Supervisor's Role," Counselor Education and 
Suoervision, IV {1966), 68-74. 
43clifford M. Hunt, "Developmental Phases of Counselor 
Growth," Counselor Education and Supervision, II {1962), 45-48. 
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becomes focused on tools and techniques 
of the trade. 
3. Discovery period - the counselor trainee 
begins to be confused as to what he is 
doing and what he is trying to accomplish. 
4. Fuller realization of self - a period of 
reflection regarding self, inadequacies are 
discovered which effect the establishment 
of full counseling relationship. 
5. Transcending the former view of self - these 
new enlightenments are reflected in a broader 
concept and fuller utili~~tion of self. 
The person can become more honest in the 
counseling relationship. 
Charles Thomas has a similar model describing the various 
stages that the counselor-trainee goes through during the course 
of a supervised practicurn:44 
l. Initial period - adjusting to the practicum 
setting, operational procedures, etc. The 
beginning of the counseling experience and 
the trainee's concern with the preservation 
of himself. 
Charles D. Thomas, "A Continuum of Counselor Development," 
(Unpublished mimeographed paper, Ann Arbor: University of 
Michigan, 1962). 
2. Dependency - trainee feels that there must 
be a right way of counseling and he looks 
to the supervisor to provide the model. 
He also tends to follow the "experts" 
faithfully. Counseling during this period 
is rather mechanical. 
3. Exploratory - a period of questioning the 
models, himself, and the counseling process. 
He begins to see that there is no "right" 
way. He explores different models of 
counseling and explores himself. This is 
the period for coming to understand the 
real meaning of counseling. This is also 
the start of the emerging self-concept of 
the trainee as a counselor. 
4. Period of establishment - the emergence of a 
counselor self-concept. A period of reality 
testing. The establishment of style and 
counseling rationale congruent with self. 
5. Maintenance period (a non-practicum period) -
the trainee continues the process of becoming 
a counselor or the entrenchment of an 
established self on the job. No significant 
growth occurs. 
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These t;vo studies seem. to sup?ort what work has been written 
concerning the expectations of.the counselor-trainees. 
34 
Gysbers and Johnston also discovered in their research that 
the supervisors agreed more at the close of the semester on most 
of their functions, but they differed on whether or not the 
supervisor should be a counselor for his students. It should be 
noted here that the supervisors did not feel that they should 
teach specific techniques, yet this was precisely what the 
practicu.~ enrollees wanted. By the end of the practicum, the 
trainees were less dependent on tho supervisor and expronoc<l a 
nooJ for greater frcodom. Thero waa no control group or ox-
perimcntal treatment. These expectations might have changed 
had no supervision taken place. 
Supervisors' Supportive and No~-Supportive Behavior 
The next three studies consider the immediate effect of the 
supervised experiences on counselors. Blane45 set out to in-
vestigate one aspect of the supervisory experience - the im-
mediate effect of positive, negative, and no supervisory ex-
periences on the measured empathic understanding of the 
counselor candidates. 
45stephen M. Blane, "IlTu.~ediate Effect of Supervisory 
Experiences on Counselor Candidates," Counselor Education and 
Supervision, VIII (1968), 39-44. 
35 
Thirty NDEA counseling students who had had a month and a 
half of counseling-experiences were divided into three random 
-, 
groups. They made a thirty minute taped interview and then each 
group was subjected to fifteen minutes of either positive, 
negative, or no supervisory experience. Finally, another thirty 
minute taped interview was made, and thirteen and one half to 
sixteen and one half sections of the second tape were listened 
to by judges. After the judges' ratings, Blane concluded that, 
first, a positive supervisory experience significantly increased 
the level of empathic understanding a counselor was able to offer 
to his client; second, the level of empathic understanding did 
not change without supervision during the time interval in-
vestigated here; third, a negative supervisory experience did 
not significantly increase a counselor's level of empathic 
understanding. It scarcely needs to be noted that this study 
indicated nothing of the long term effects of supervision. 
Payne and Gralinski46 studied the effects of the super-
visor's style-empathy on a counselor's perceptions in a 
simulated counseling experience. Three groups of trainees 
heard two sets of recorded client statements and responded as 
counselors. The two experimental groups had twenty minute 
46 
. Paul Payne and Dennis M. Gro.linski, "Effects of Super-
visor Style and Empathy on Counselor Perceptions in Simulated 
Counseling," Personnel and Guidance Journal, XXXXVII (1969), 
557-563. 
36 
conferences with supervisors. The control group received no 
supervision. In the technique approach group, the supervisors ., 
sought to establish warm relationships but also discussed the 
performance of the counselor and suggested specific techniques 
for improving the counselor's level of empathy. In the second 
group, the supervisors sought to establish warm relationships 
and discussed counselor feelings, but avoided evaluation or 
techniques. Comparison among the three groups of their recorded 
counselor performances revealed that the counselor learning was 
superior under the technique-type of supervision. 
This piece of research could lend support to the position 
that technique-oriented supervision is better than any other 
methods of supervision. On the basis of the Payne and Gralinski 
study and also on the basis of the Hunt and Thomas work pre-
viously cited, one could conclude that "techniques" were the one 
thing. beginning counselors were looking for and that ciley were 
just not ready for a counseling-type of supervision. 
Davidson and Emrner47 have p~ovided a beginning toward 
understanding the relationship between supervisor behavior and 
counselor change. They found that there was a significant dif-
47Terrence N. Davidson and Edmund T. Emmer, "Immediate 
Effect of Supportive and Non-Supportive Behavior on Counselor 
Candidates' Focus of Concern," Counselor Education and 
Supervision, VI (1966), 27-31. 
37 
ference between those receiving supportive and those receiving 
non-supportive supervision on pre and post treatment admin-
istration of "A Focus of Concern Scale." The non-supportive 
groups focus of concern shifted toward themselves and away from 
the client. 
No doubt other research is needed to identify how other 
supervisor-behavior affects counselor-trainees. This study 
suffers from tho fact that there was no control group nor was 
there any possibility of evaluating long term effects. 
counselor Trainer Level of Functioning 
The next set of studies could well be entitled, "the Truax 
and Carkhuff Series." Most of the research examined in this 
section was performed by these authors or their associates. 
These researchers believe that the most critical variable in 
effective counselor training is the level at which the counselor 
trainer is functioning. Carkhuff remarks that: 
" ••• in relation to helpee change, research has 
led us to discern what we term both facilitative 
and action-oriented interpersonal dimensions 
(empathy, respect, concreteness, genuineness, 
self-disclosure, confrontation, immediacy) as 
the critical ingredients of effective inter-
personal process. • •• hopefully, the trainer 
is not only functioning at high levels on these 
dimensions in a systematic manner. • •• the 
im lementer of an orogram should fulfirr-" 
at ey conditions: 
l)hc should he experienced in the relevilnt 
areas, and ~) he shOUTa-nave demonstratea=a 
level ot exEertise or exceLlence in the 
relevant areas. 1r4B 
Pierce, Carkhuff, and Berenson49 hypothesized that two 
38 
groups of counselors-in-training would gain differentially in 
their levels of functioning according to the level of function 
of their counselor-trainers with those of the high functioning 
counselors' group gaining the most. In their study, seventeen 
subjects enrolled in a lay mental hea.i.th counselor training 
program were randomly assigned to either the high level or the 
moderate level functioning counselor. The groups met for ten 
.") 
two hour sessions. Ratings of growth from pre-training to post-
training in empathy, respect, genuineness, concreteness, and 
self-disclosure were established through tapes of interviewer 
and interviewee reports. They found that all the trainees as-
signed to the higher level functioning counselor continued in 
training. Five trainees (out of nine) of the moderate level 
counselors terminated their training program. These results 
seem to indicate that the highest level functioning counselor 
48carkhuff, Helping and H~~an Relations, Volume l, pp. 152-
153 passim. 
49 Richard Pierce; Robert Carkhuff; Bernard Berenson, "The 
Differential Effects of High and Low Functioning Counselors 
Upon Counselors-in-training," Journal of Clinical Psychology, 
xxrrr (1967), 212-215. 
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elicited the greatest amount of constructive gain in functioning 
in the trainees. 
pierce and Schauble 50 substantiated the same findings in 
their study of thirteen interns and two advanced practicum 
students. Their supervisors, twelve Ph.D. level counseling 
staff members, represented four theoretical orientations. The 
trainees were asked to submit a tape within the first three 
weeks of the practicum and then every six weeks for the re-
mainder of the academic year. Three excerpts from each tape 
were rated on core-dimensions of empathy, regard, genuineness, 
and concreteness. They concluded that the supervisees of the 
high level supervisor group improved significantly on the fac-
ilitative conditions and as a result were functioning signi-
ficantly higher than supervisees in the low supervisor group. 
"> 
11 
The trainees in the low supervisor group were not significantly 11 
different from the supervisors to begin with and showed no 
change; in some instances these latter supervisees declined 
slightly. 
Carkhuff51 examined the research from sixteen professional, 
SOR. h d . d 1 h bl " d . . ic ar M. Pierce an Pau G. Sc au e, Gra uate Training 
of Facilitative Counselors: The Effects of Individual Super-
vision," Journal of Counseling Psychology, XVII (1970), 210-215. 
51Robert R. Carkhuff, "Critical Va=iables in Effective 
Counselor Training," Journal of Counseling Psychology, XVI 
(1969), 238-245. 
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sub-professional, and helpee programs and concluded that three 
critical variables emerged: first, the type of program; second_r 
the level of trainee functioning; third, and most import~nt of 
a1l, the level of trainer functioning on facilitative and action-
oriented dimensions. 
Two other studies, although quite different from the kind 
of research presented on the previous page, are note-worthy 
here. Miller and Oetting52 studied the reactions of students 
to supervision. The characteristics perceived as good in 
supervisors were the following: non-threatening, tactful, non-
authoritarian, warm and friendly, supportive, understanding, 
professionally compete~t, concreteness. Poor supervisors were 
listed as having characteristics just the opposite of the above 
list. 
Hansen and Barker53 in their study of twenty-eight graduate 
students in an NDEA counseling and guidance institute indicated 
that trainees who felt that they had a good supervisory re-
lationship were less defensive and more sensitive to themselves 
than trainees who gave a low rating to their supervisory re-
lationship. 
52oean c. Miller and E.R. Oetting, "Students React to 
Supervision," Counselor Education and Supervision, VI (1966), 
73-74. 
l
; 53Hansen and Barker, "Experiencing the Supervisory Re-
- lationship," pp. 107-lll. 
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It should be rather obvious from the studies in this 
section that the level of functioning of the supervisor in the., 
supervised practicum is the key factor in any training program. 
It would seem to be a logical conclusion that all the technique-
oriented programs are useless unless the supervisors are highly 
facilitative and therapeutic individuals. 
The Multiple Therapy Approach to the Supervised Practicum 
A method of instruction for counselor-trainees which has 
not received much attention is the type whereby an experienced 
counselor or therapist is present w~th a student counselor durin 
an actual interview. The reader is certainly aware of the co-
therapist type of therapy or the "two-headed" type of counseling. 
In such a situation the client is seen simultaneously by two 
counselors or therapists. Lott54 in his two articles explained 
the value and efficiency of such a system of training. He felt 
that more cases could be carried and that there is a better 
utilization of professional time. He believed that fewer errors 
were made because of the alertness fostered by two therapists. 
Above all, he indicated, the training values were remarkable in 
54George M. Lott, "Multiple Psychotherapy: Efficient Use 
of Psychiatric Treatment and Training Time," Psychiatric 
guarterlf, XXXI (1957), 276-2931 "The Training and Non-Medical 
Cooperative Psychotherapists by Multiple Psychotherapy," 
American Journal of Psychotherapy, VI (1952), 440-448. 
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giving first-hand supervised experience to the students. Lott's 
work was not strictly a research project, but his own subjecti~e 
reactions. 
Dreikurs55 is also an advocate of multiple therapy as a 
means of instruction and training, and believes that it is a 
more didactic purpose than controlled therapy or the use of tape 
recorders. The training is not merely restricted to verbal 
instruction, but provided in the actual setting through action 
and experience. It is a special on-the-job training and the 
therapist-in-training functions actively and efficiently almost 
from the beginning. 
Patricia Mallars56 has also utilized a team approach in 
counselor education. The purpose of her study was to evaluate 
the effectiveness of counseling by comparing client, counselor, 
and supervisor satisfaction on counseling inter-action under a 
team approach and under a standard counseling approach. 
~n the counseling team approach, two student counselors 
worked together simultaneously with one or more clients in pre-
paration for an interview, the interviewing of the clients, and 
the evaluation of the results. The counselor teams involved the 
55Rudolf Dreikurs, "Techniques and Dynamics of Multiple 
Psychotherapy," Psychiatric Quarterly, XX (1950), 788-799. 
56Patricia B. Mallars, "Team Counseling in Counselor Ed-
ucation,n Personnel and Guidance Journal, XXXXVI (1968), 981-983. 
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use of one student counselor playing a more dominant role in 
conducting the interviews while the second team member served -, 
mainly as a recorder, and supporter, reflector of feelings. On 
a different case the team members often reversed roles. Mallars 
discovered that the team approach increased both counselor and 
client security and thereby facilitat0d the counselor-client 
relationship and enhanced conununication, client self-insight, 
and client awareness of problems and solutions to them. 
Surnmarv 
The literature concerning the counseling practicum and 
supervision of such has been growing each year. Fortunately or 
unfortun.:i.tcly tho structure of this chapter docs not allow for 
grc.:i.tcr in-depth evaluation of the many positive contributions. 
Numerous articles on the use of video tape and the practicum, 
the value of encounter groups and the supervised practicum, and 
the selection of counselor candidates must be omitted. 
There are those individuals, already mentioned in this 
chapter, who believe that there is no sure or certain know-
ledge about the practicum, its goals and purposes, and what is 
effective and or not effective training. This opinion appears 
to be short-sighted and not tota.lly accurate. 
While it is true that some of the studies examined by this 
I 
I 
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study seemed more intere.sted in short term effects and only a 
few concentrated on the differential effects of supervisor-
behavior, the evidence does not seem to warrant a pessimistic 
outlook. The creative work of Truax and Carkhuff, to cite just 
one example, leads one to be optimistic. 
It is a fact that many limitations of the past research 
projects have boon singled out in this chaptor, yet, this otudy 
does not want to leave the impression that there were no im-
-, 
portant contributions made in the field of supervised practicum. 
The studies cited here and some not incorporated in this 
chapter have provided counselor educators with valuable data 
for their supervision. However, further studies, and ex-
aminations are needed to enlarge upon the findings of past 
inquiries into practicum supervision. 
CHAPTER III 
., 
DESIGN OF THE STUDY 
There are three main purposes pertinent to this chapter: 
first, to present the experimental procedures utilized in in-
vestigating the problem, including descriptions of the pop-
ulation involved in this research, i.e., counselors-in-training, 
clients, and practicum staff; second, to describe the exper-
imental treatments to which both groups of trainees were exposed; 
third, to explain the data-gathering procedures, as well as the 
mo thodo cmp_loyc<l in procooriing tho <la tn. 
Population 
counselors-in-training Population 
The twenty-four students enrolled in the course, Practicum 
in Guidance and Counseling, 495, Department of Guidance and 
Counseling, second semester, 1971, Loyola University, Chicago, 
Illinois, beca.~e the subjects for this study. The subjects were 
divided into two groups of twelve each; selection into the two 
groups was based on age, sex, occupation, and counseling ex-
perience. Although several of the subjects expressed disap-
pointment over their group assignment, it was explained to them 
that both groups would experience basically the same practicum, 
45 
46 
and where differences existed, both were valid methods of super-
vision. ., 
Biographical Characteristics 
- Indicated in Table 1 are some of the personal and pro-
fcGsional characteristics of tho subjects involved in tho prac-
ticum. The data was taken from a short questionnaire admin-
istered during the first class session. 
TABLE 1 
FREQUENCY DISTRIBUTION OF COUNSELOR CANDIDATES BY AGE AL~D SEX 
Group I 
Monitor-Modeling 
Group II 
Immediate Feedback 
Age I I ·~ I II I Males Fe_ males I! Total ;l Males ? Females .. Total 
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. !I ii ! 
-26---30---1---1--1-I. --s--,_.·--6--;: ___ 3 __ i ___ 2 ___ 1
1
':
1
·,--s----
. !! (I -------1--------------~,:----·,·~---~.~----~ .. lr--------~ 
31-35 I 1 ,1 1 ~; · 3 11 3 
---.----<----···'-· --:}i j {' 3~v:~d I 3 
1
ij 3 l.
1
1 I 1 :l 1 --------;..------i-------~J ______ ·.~----1, ________ il,~--------
1 2 10 'I 12 11 3 ~ 9 11 
M_e_a_n __ A_g_e_,~--2-5-.-5-l---3-1-.-8-~,--3-0-.~8 ~ 
21-25 3 
TOTAL 12 
28.0 31.3 30.0 
'i'' 
·1;'1'· 11
'
1
ii 
'I Ii: 
'l:',1 
· I ' : I~ I i 
'1111 
1111 1:11 
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There were nine females and three males in Group II and 
ten females and two males in Group I. Comparisons of the age 
distribution of the two groups also reveals similarity. The 
mean age of all subjects in Group II, 30.0, closely resembles 
the mean age of all subjects in Group I, 30.8. 
With respect to work experience (cf. Table 2), ten out of 
twelve subjects in Group II, and twelve out of twelve subjects 
in Group I, were Master's degree candidates. One post-Master's 
degree candidate and one doctoral candidate comprised the 
balance of Group II. 
The counselor candidates' years of work experience are 
identified in Table 2. Group I had less total years of em-
ployment than Group II. In Group II all the subjects had some 
teaching experience. In Group I, however, there were two who 
had no teaching experience. One individual in Group II ac-
counted for almost half the years of teaching experience -
forty-two. The groups were just about equal as far as 
counseling experience. 
.-----
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TA.3LE 2 
., 
LEVEL OF TRAINING A.~D YEARS OF WORK EXPERIENCE OF 
COUNSELOR CANDIDATES IN GROUP I Al.~D GROUP II 
-- I Lev~l of Training i Years of Work Experience I 
- I 
I 
II I N Teaching Counseling ii 1 - Other ii Total 
Master's Candidate 11 I I I 
- G:-oup I :! 12 69 51.z 0 I 70~ 
" 
I 
Group II 11 10 88 21i I 9 103~ 
I 
i I post-Master's Work I I Group I I 0 
,l · I Group II I, l 5 5 I 
,. 
!r 
I I 
ii 
i f Doctor&l Candidate I ! 
Group I 0 I I 
I I i! I Group II ,, l ! 4 I 4 i\ r I! I I 
All Training Levels II I Group I j 69 • l~ 0 70~ 12 
Group II 12 I 92 2~ 14 108~ \ i 11 I I 
ii I 
l 
TABLE 3 
MARITAL STATUS OF COUNSELOR CAl~DIDATES 
GROUP I A..~D GROUP II 
l,i 
·Marital Status ll Group I Group II I ;, 
'I 11 ~' ,! 
n 
I/ Single r 
7 8 
Married II 4 2 ii 'i II 
,•! 
Hcligious !I 
: 
1 2 
Total 
15 
6 
3 
The most typical subject in this study was an unmarried 
female in her late twenties. She had about eight years of 
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., 
t~aching experience, and was working toward a Master's degree in 
counselor education. Inspection of the professional and per-
sonal characteristics of the subjects did not reveal any dis-
crepancies between the groups. While no claim to represen-
tativeness can be made with complete assurance, there is no ap-
parent reason to believe that these subjects differed from 
previous practicum students at Loyola University, Chicago, 
Illinois. 
Client Population 
The vast majority of the clients for this study consisted 
of high school students from Angel Guardiiln Home. The average 
age of the client was about sixteen. Their concerns revolved 
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around domestic issues, i.e., life in the Home, going to dif-
ferent high schools next year, past treatment in the Home, and 
issues in their own family life •. 
Two months before the beginning of this experiment, this 
study secured permission from the authorities of Angel Guardian 
Home to have the students take part in this experiment. This 
examiner then talked to the various high school groups, ex-
plained the nature of the experiment he was conducting at 
Loyola University, and asked for volunteers for the project. It 
was explained to the students that this was primarily an in-
") 
terest in studying the counseling skills of the trainees and not 
the clients. The students were told that this would be an ex-
cellent opportunity to discuss their needs and concerns whether 
here or at home with someone who was not immediately associated 
with Angel Guardian Home. The boys and girls of Angel Guardian 
were asked to sign up for a minimum of two interviews. 
Sixty students volunteered for the project. When the 
actual time came for the interviews, however, a few of the 
students had transferred out of Angel Guardian, and a few more 
had withdrawn their names. Besides the students from the Home, 
a few of the staff members from A.~gel Guardian, house parents -
! nuns and brothers, and a few students from Loyola University, 
I I undergraduate division, volunteered as clients. Each counselor 
had four interviews with two or more clients. There were a 
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total of ninety-six intorviowa. 
Pl'.'~'cLicurn Staff 
- There were three supervisors in this study, the initiator 
of this research being one of them. Two were doctoral can-
didates while the third had had his doctorate in counseling and 
guidance for two years. All three had worked together pre-
viously in conducting practicums and so were well acquainted 
with each other's style. The school of counseling followed by 
the three supervisors could more or less be defined in terms of 
"client-centered." Previous to the inception of the study, the 
supervisors had spent many hours in the planning of this ex-
periment. Some of the experimental procedures utilized in this 
research project, e.g., listening exercises, role-playing, the 
use of "professional" tapes, etc., were utilized on a trial 
basis in a previous practicum. The supervisors, therefore, were 
quite familiar with the procedures. 
Experimental Treatments 
This section of the study will describe the methodology 
used in conducting the counseling practicum: first, a des-
cription of the activities common to both groups, and second, 
a description of activities peculiar to each group will be 
presented. 
r 
Activi~ies Corrmon to Both Gro~ps 
;;...-----
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After the twenty-four students were divided into the two 
major categories of monitor-modeling and immediate feedback 
groups, there came a further division into three specific work 
d . t d "A," "B," and "C." groups esigna e as Each work group was 
composed of four members from the monitor-modeling group and 
four members from the immediate feedback group. One super-
., 
visor was assigned to each group. Each group experienced all of 
the activities of t..~e practicum together. 
The subjects participated in weekly group process sessions 
for an hour and a half. Each group had as its leader one of the 
supervisors, but not its own supervisor. The supervisor for 
group "A" for example, would be the group leader for group "B" 
and the group leader from group "C" would be the supervisor 
of group "B." 
The style of each leader was somewhat different. In 
general, it can be said t..~at the participants were asked to 
discuss each participant's behavior ~nd to deal only with the 
"here and now." The leaders tended to take a somewhat passive 
stance during each session. The role of the leader in each 
group was defined differently, however, by that specific group. 
Each work group with its supervisor spent the first two 
weeks of class in role-playing exercises. Each member of the 
group had the opportunity to be both counselor and a client. 
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care was taken to make sure that all of the members had the 
same opportunities. On occasion the supervisor would act as a ., 
client. Role-playing exercises were also employed at various 
times later in the semester. 
Discussion usually followed each role-playing situation. 
The purpose of the role-playing was to help the neophyte 
counselor learn to respond to counseling situations. It would 
also aid the counselor in achieving a better understanding of 
exactly ~hat a client was saying. Some of the sessions were 
taped and parts replayed. All the students had experience 
watching role-playing interviews through a two-way mirror. Somo 
of the students had the opportunity to counsel behind the two-
way mirror or be observed role-playing as a client. 
Within tho first two weeks one class period was given over 
to an exercise in listening. Statements were read and then the 
students were asked to note the kind of feelings being expressed. 
A copy of these statements will be found in Appendix I. Later 
in the semester another exercise in listening was used. In 
this second case, twenty-five client-statements were organized 
in booklet form and the students were asked to respond to each 
of the statements without looking at the next client-statement. 
After each of these exercises there followed a discussion of the 
feelings involved in the statements, and perhaps why an in-
dividual reacted as he did to each. 
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During the four month practic~~ each student had the op-
portunity to view himself on video tape three times, once as a., 
client and twice as a counselor. At the last video taping a 
trained actor was interviewed by each member of the group for 
five minutes while the rest 0£ his classmates were present. In 
other words, the same client was interviewed by all eight 
members of the group so that each member could build on what in-
formation had been gleaned by the previous counselor. 
It was announced at the first class that the students would 
have to research six to eight articles on counseling from any of 
the journals such as, The Journal of Counseling Psychology, 
Cour...selor Education and Supervision, Personnel and Guidance 
Journal, or some other counseling or psychological journal. 
The articles all had to be zeroxed and accompanied by a one page 
sununary of student reflections on each article. The staff of 
supervisors did not want to assign articles since there was in-
tcrcot in seeing what kinds of articles tho students would 
choo:w. ll.ilf tho nrticleu were to bo submitted boforo tho 
l.::a:Jtor vacation ilnd the other half at the end of tho course. 
Four or five times during the semester the twenty-four 
students assembled for general meetings. The purpose of these 
classes was to provide necessary information and explanations 
of tests and other materials. The items on the agenda covered 
the. following points at the beginning, middle, and end of the 
course: 
1. Orientation to the practicum. 
2. Orientation to Angel Guardian Home. 
3. Clarification of assignments. 
4. Filling out biographical questionnaires 
and taking tests. 
5. A feedback session regarding the process 
of tho prncticum. 
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Twice during the semester the studcntG listened to "pro-
fessional" tapes and discussed them. These tapes scrvod the 
function of providing experienced, "more knowing" role-models 
for the counselor candidates to i@itate. The two chosen for 
classroom listening represented the client-centered and the 
interactional psychoanalytic approach to counseling. 
Special attention was given to insure that all the students 
in the practicum had the same kind of experiences, whether it 
was role-playing, video taping, listening exercises, or the 
"professional" tapes. This eA-perimenter wanted to give the 
same type of treatment to both groups to reduce the number of 
possible variables which could affect the outcome of this study. 
At the end of the course the students were asked to submit 
evaluations for each member of their work group including 
themselves, which were shared, plus an evaluation of the course, 
and an evaluation of the supervisor. The purpose of these 
J 
evaluations was to have each trainee look at himself in re-
lationship to his counseling ability. 
Activities Peculiar to Each Group 
Monitor-modeling - Group I: In monitor-modeling, both 
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supervisor and trainee were present in the same room for the 
interview. The student counselor knew in advance that h..e was 
responsible for conducting the interview. These interviews 
were usually conducted in a classroom in which there were three 
chairs off to the side of the room. The chairs were equi-
distant from one another constructing a perfect equilateral 
triangle. The chairs were arranged in this manner so that it 
would appear to the client that he actually had two counselors. 
The experimenter of this study wanted to reduce, as much as 
possible, the feeling that the supervisor wac evaluating tho 
progress of the trainee. This same room design was also in-
corporated in the interviews conducted by Group II. 
Interviews were begun by the trainee introducing him or 
herself to the client and introducing the supervisor as another 
counselor. The supervisor would enter into the counseling 
situation only when he felt for some reason that the trainee had 
begun to lose his way in the session or that he was not res-
ponding to the appropriate client-articulations or when he 
sensed that the trainee was just totally confused as to how to 
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respond to the client. How often a supervisor entered a session 
depended on many variables such as the skill or lack of skill 
., 
of the trainee, the difficulties encountered during the inter-
view, the nervousness of the client or the coUnselor and other 
factors. During an interview of thirty minutes, the supervisor 
would offer approximately fifteen responses. Immediately 
following the interview the trainee and the supervisor dis-
cussed the interview for about ten minutes. There was no replay 
of the actual tapes of the interview. Observations about the 
interview were made, and an opportunity was provided for the 
asking of questions by the trainee. This was the only direct 
supervision given Group I. 
Immediate Feedback - Group II: The individuals in this 
group would have a one-half hour interview with a client. The 
interview was taped and fifteen minutes after the session the 
student counselor would have his supervisory session. Portions 
of the taped counseling session were played and commented upon. 
The student had a chance to ask questions about his interview, 
inquire about alternate ways of handling the interview, or ex-
plain just why he reacted in such a manner in the interview. 
It was assumed that if a student could hear himself in an 
actual interview and understand his characteristic way of res-
ponding, such an insight would bring about a change in hio 
countrnling tochniquotJ. It Wu:J ul:.>o bcliovod th.:it tho counr;clor 
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would come away with a better understanding of what was going 
on in the session and know what to look for in the next inter- -, 
view or what to avoid in future sessions. 
Data-Gathering P~ocedu~es: Pre-Treatment 
The methodology of data-collection for the two groups prior 
to ~~eir practicum experience is explained in this section of 
the study. This includes a description of the pre-testing 
session and selection of the instru:nents used in evaluation. An 
assumption of equivalence between the groups in the areas of 
interest to the study is stated, accompanied by descriptions of 
the pre-treatment findings upon which the assumption is based. 
Collection of Data 
On the ~irst class day of the second semester all twenty-
four counselor candidates assembled for a three hour class. 
The first hour and a half the three supervisors outlined the 
purpose of the course, explained the various assignments, and 
the nature of the research. To obtain full cooperation of the 
subjects, it was considered necessary to share the rationale 
for the research with them before they were tested. All the 
trainees were informed that both methods to be used during the 
semester were 11 experimental, 11 because this information was 
thought essential so that some individuals in the immediate 
feedback group would not feel left out and become disinterested 
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in the practicum since they were not chosen for the monitor-
modeling group. 
The C~rkhuff Scale of Gross Ratinqs of F~cilitative Inter-
[ersonal Functioning . 
Charles Truax and Robert R. Carkhuff and their associates 
have studied the question of the helping relationship over the 
past ten years. In their research on counseling and psycho-
thora.py thoso authors have uncovered whnt they conaidor to bo 
corc-dimonsions for aiding in<lividuals in tho growth of a ro-
lation3hip. The coro-dimcnsions arc empathy, understanding, 
positive regard, genuineness, concr~teness or specificity in 
expression. These important therapeutic ingredients may be 
defined operationally. A five-point "X" scale was developed to 
assess these facilitative dimensions of a helping relationship. 
Carkhuff indicated that these scales present many limitations, 
especially a high degree of subjectivity on the part of the 
raters.57 
In his research, Carkhuff speaks of the condition termed, 
11 discrimination, 11 in a helping relationship by which he means 
two things. First, he understands that a helper can discern 
that which is happening in the total relationship and what the 
client is saying; second, the helper is able to discern that 
57Robert R. Carkhuff and B.G. Berenson, Beyond Counseling 
and Therapy (New York: Holt, Rinehart and Winston, l967), 
p. 5. 
") 
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which is helpful to do or say in a situation. The relationship, 
therefore, of "discrimination" of the core-facilitative con-
ditions to the communication of them is an important one. A 
high level of discrimination is necessary for effective com-
munication, although it does not insure it. 
A number of instruments exist for judging counseling ef-
fectiveness; since the goal of this practicum focused on the 
facility of the trainees to listen more acutely and respond 
more effectively, the Carkhuff five-point scale appeared to be 
the best single simple instrument to evaluate this outcome. 
Selection of Instruments 
After the explanations conce=ning the purpose of the ex-
periment were completed, the students were grouped and given 
either the Personality Orientation Inventory - POI; or the 
California Personality Inventory - CPI. When class time had 
elapsed, the trainees were advised to take home whichever test 
they had not completed and return it at the next class. 
These two instruments were used to establish that equiv-
, alency existed between the two groups at the beginning of the 
experiment. Ordinarily, if the experimental subjects had been 
assigned randomly to the different groups, it would be assumed 
that the groups were equivalent at the beginning of the ex-
periment. Since the students were not assigned randomly, 
") 
I 
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however, but matched on the bases of age, sox, occupation, and 
experience in counseling, it was decided that personality traits 
should be measured. These tests played a minor part in the ex-
periment. The data gathered from the tests simply helped estw 
ablish equality between the groups. 
The POI and the CPI were chosen for the following reasons: 
1. They are widely used measuring instruments 
considered among the more important tools 
in the clinical and counseling fields. 
2. They are appropriate for use with the age 
and educational level represented by this 
study's subjects. 
3. The two cover a wide range of psychological 
constructs. 
Analysis of Pre-Treatment D&ta: Establishing Group Equivalency 
This study used the scores of the two pre-test instruments 
to insure the initial comparability of the two groups. The 
statistical procedure used to answer the question of group 
equivalency was the "T" test of significance. 58 The results 
of the analysis are presented in detail in Tables 4 and 5. 
Table 4 gives the means, standard deviations, and the sig-
58 1 . . . .,., , . d p 'h 1 Mer e w. Tate, Statistics in Ecucation an sy~.o ogy 
(New York: MacMillan, 19 65) , p. 2-84. 
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nificance of diffe~ences existing between the groups on the POI. 
Table 5 lists the s~~e inforrr1ation for the CPI. Tables 4 and 5 
-, 
indicate that the groups were quite similar at the beginning of 
the study. The only personality factor which appeared sig-
nificant was the self-actualizing value. Group I appeared to be 
more self-actualizing at the .05 level, (cf. Table 4). 
TABLE 4 
MEA...~S, STANDARD DEVIATIONS, 1'.ND SIGN!FIC.l>.NCE ON THE PRE-POI 
POI Scale 
Time competent 
Inner directed 
'I 
!1 Group I ii 
;I Mean SD 
ii 
I! 20. os3 2.3s3ii 
:1 
11 98.167 
/1 
'I 
,. 
i: 
Self-actualizing 
Existentiality 
value'.: 21. 500 
14. 09611 
.,· 2.611 11 
ii 
3. 397 li 
.1 
Feeling reactivity 
Spontaneity 
Self-regard 
Self-acceptance 
r.Nature of man, 
constructive 
Synergy 
f Acccptance of 
eaggrecsion 
!capacity for intimate 
!contact 
'i 
I• 
I/ 25.083 
11 !i 17 .167 
•1 l! 14. 417 
·I 
l 13.000 
II 19 .250 
ll 
11 13. 833 
I 
I, 7.417 
'I I; f 17.750 
I 
1121. 667 
'1 
3. 39 8 11 
~ 1r::.o I 
Je ~.J ll 
2 .594 Ii 
I• 
4. 393 Ii 
1' 
.1 
l.267 Ji 
H 
1.084 \j L 
II 
II 3.6~6 ll 
ii jl 
3.822 11 
asignificant at the .OS level 
Group II 
Mean SD 
2.980 
'I 
II ~ignif-11 icance 
ii <P-0.266> 
:1 
19.8331 
89.3331 
19.3331 
8. 953 il 
II 
(P=0.081) 
(P=0.04l)a 
(P::aO .154) 
(P=0.241) 
(P=O. 513) 
(P=O. 657) 
(Pa0.280) 
23.083 
15.6671 
13.667 
2.270 
3.232 
2.774 
1.826 
ii 
I! 
!! 
I 
ii 
12.5831 
j1 
11 
11 
l.881 
17.500 
12.417 
7.000 
15.417 
19.583 
i 
3.261 
2.575 
l.348 
I' 
·' ii 
I 
! 4.401 I I 
I 3. 753 !, 
(P=O .101) 
(P•O. 413) 
(P•0.176) 
~P=0.192) 
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"'NS STANDARD DEVIATIONS, ;ll'<JD SIGNIF!Ck~CE ON THE PRE-CPI ti.Er .. ' r 
--
-
CPI Scale 
Ii 
ii )i Group I 
:i Meil.I. - SD 
\ " 
i1 1,'1
1 
!I, 
I Group II 1!
1 11 Mean SD · h 
Signi-
fic~ce 
., 
00 
___ m_i_n_.::.r.-.c-c---------1,:f-S_B_._7_5_0 rl-0-.-7-9-7 ij 5 2 .16 7 9 • 42 811 ( P=O .12 6 l 
capacity for status !I 5s.ooo 11.473 Ji 53.333 10.351!·! (P=O. 712) 
i It i 
sociability 
social presence 
self-acceptance 
sense of well-being 
Responsibility 
socialization 
self-control 
Tolerance 
Good impression 
Corr.mun.ali ty 
Achievement via 
conformance 
Achievcmen t via 
indepondence 
: 55.667 9.198 j\1 53.583 10.6301! {P=0.613) 
I l I\ 
1158.917112.923 ': 58.833110.089 h (P•l.OOO)a 
I 55.000 11.290 Ii 57.00;) I 5.9851 (P=0.593) 
1 ;i I I ii 53.500 9.~15 i; 50.167 11.61~1 l! (P==0.448) 
'146.417 S.723:! 45.333 9.0591 (P=0.768) 
I A Jl ii A 5 ' ,I "il·.i.000 9.005 -,1 -.:8. 83 9.030 !I (P=0.226) 
ii 47.083 S.691 il
1
_ 51.167 7.930 ii (P=0.242) 
,1 , I 
:s4.250 8.6•!6 !! 54.333 7.107 .1 (P=l.OOO)a 
1147.083 10.013 ii 49.167 ll.3281' (P=0.638) 
:: " 1 'I ii ' i.51.167 1 6.7801143.083 i ll.139 (P•0.422) 
Ii l ii 1\ 11 ll:s2.161I s.os91153.333 10.039) CP•o.1s1> 
; I ,, I 1·
1 
jlss.~11 !10.022 II 61. 1so 1 6.047 I, (P=0.335) 
Intellectual efficiency ii 55. 250 jlO. 610 ;, 53. 000 8 .1~6 : (P=O. 566) 
'I Ii :i 
Psychological-mindedness 55.667 9.9121158.033 : 7.354 ·1il (P=0.505) 
Flexibility 
1
59.500 10. 775 ii 59.417 11.365 I (P=l.OOO)a 
Femininity 1·1
1
s1.ooo a.539 j\ 53.417 9.317 
1 
(P=0.515) 
11 !! 
aApproximately 
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pre-Practicum Taped Interview 
To further establish the equivalency of the two groups and 
., 
to establish some baseline for counseling competence, each 
student had a ten minute interview with a trained actor on the 
second day of class. The students taped this interview once the 
initial division of students into the two major categories of 
monitor-modeling and immediate feedback and the further break-
down into the three separate groups of "A," "B," and "C," were 
effected. All the students (twenty-four) were presented the 
same "mythical n problem. 
Three trained actors, two men and a woman, from the Loyola 
university Drama Guild presented themselves as college students 
who were having academic problems. Each actor worked with one 
group, either A, B, or c. In this way the very same problem 
would be presented to four members of the monitor-modeling group 
and four members of the immediate feedback group. No doubt 
there would be some variation in the presentation of the pro-
blem, but basic consistency was retained. 
Data-Gathering Procedures: Post-Treatment 
During the last two classes of the semester the students 
re-took the POI and the CPI. These tests were re-administered 
to see if there were any significant changes in personality 
variables. 
The trainees also made another taped interview lasting ten 
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minutes with another trained nctor. The very same procedures 
~hiCh existed in the pre-practicu.~ tape existed for the post-
practicum tape. After all the interviews had been recorded, 
they were coded and given to the judges. 
!!?dges 
The judges, two women and a man, were in their early 
forties. They all possessed doctor"tes in cou.1seling psy-
chology and had at least two years of experience in super-
vising practicum students. They were presently teaching or 
counseling, or both, in local colleges and universities in the 
Chicago area. 
Each judge evaluated aixteen coded tapes. The judges did 
not know which ones were Group ! or Group II tapes, neither did 
they know which were pre-practicu.~ nor post-practicum tapes. In 
each package of sixteen tapes there were eight pre and eight 
post practicu.~ tapes from the three separate groups. Each 
judge evaluated eight tapes from the monitor-modeling group and 
eight tapes from the immediate feedback group. The scale used 
to evaluate the tapes was carkhuff 's five-point scale of "Gross 
Ratings of Facilitative Interpersonal Functioning," (cf. p. 59). 
This scale along with the other material given to the judges 
will be found in Appendix v. 
Prior to the evaluation of the tapes, this study had the 
judges evaluate a series of responses of clients and compared 
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them c:.gainst an "e;..--p.::;;rt's 11 respoz:se.. The judges were evaluated 
on fo~ty-four responses and three taped interviews in order to 
arrive at an inner consistency or an equality between the judge·:.1 
The "Z" test was then employed to e~tablish the hypothesis of 
equality or consistency among the judges. 
The nzrr. Test 
The •z• test w~s used to test the significance of the dif-
ferences between means in the judges' ratings. The sample of 
testing data for a •zA test must be more than thirty items1 if 
the sample is less, the "T" test is applied because of the ad-
justment this test makes for small sumples, (cf. Statistic~l 
P=ocedures, page 68). The hypothesis proposed states that the 
three judges were equal or had an inner consistency in their 
rating tendencies to that of an expert. Therefore, each judges' 
rating scores had to be compared ~gainst those of the expert, 
and on the basis of the results of the •z• test, we can either 
accept or reject the hypothesis proposed co~cerning the two 
s~~ple groups. This study then selected a level of significance 
of .os. When a level of signific~nce of .os is selected the •z• 
must fall between 1.97, plus or minus, in order that the hypo-
thesis may be accepted. Therefore, based on a normal distri-
bution, it can be stated that the m8ans of the judges' and 
experts• scores are significantly close enough to indicate that 
they are equal or that they show an inner consiste~cy. 
.---
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'l'he formulae for the "Z" test of significance is stated as 
l 5.59 z = X1-X2 fol ow . ., 
I s2+s2 I 1 2 
~ Nl N2 
Tl·.BLE 6 
"Z" TEST USED TO SHOW INNER CONSISTENCY AMONG THE JUDGES 
~ n Judge A Judge Expert Difference 1! uzu ~ 
'I 
Test 
,! 
~1ean I 2.402 2.308 • 09 3 \, .383 :1 
S.D. 'I l.245 l.120 :i 
Se I .181 .163 I N 47 I w 
" 
Judge B ~ I !! I' ,I 
!! 
l! 
Hean 2.427 2.308 .119 " • 365 I ! 11 S.D. ~ l.936 l.120 I: Se 
11 .282 .16 3 I 'I I· N 47 11 I' ,, " I '\ 
.: 
.: I 
!I Judge c 
!j I 
' i 
ti 2.302 2.308 ! .006 I .026 Mean i! S.D. 11 l.219 l.120 
Se ,I • 177 .163 .. i ~ 
N II 47 
" 
59John E. F::eund and Frank J. Williams, Elementary Business 
Stc:tistics: A Modern AEproach (New Jersey: Prentice-Hall, 
196~) , p. 267. 
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As can be noted fro::n the "Z" test {cf. Table 6), the scores 
are all well within the plus o= minus 1.97 which indicates that 
the difference between any ju~ge and the eh-pert was neglible 
and that it really made no difference who evaluated the tapes 
since there was an inner consistency ~~~g the judges. 
statistical Proc8du~cs 
When all the data h~d been gathered, representing the pre 
and post scores on the PO! and the CPI, and the judges' ratings 
of the interviews, pre wid post, d~a information was trans-
ferred to IBM punch cards. J>. ccr.1puter program written by 
Mr. Maurice Moore of the wniversi~y of Chicago was used. "T" 
tests were computed to measure change over time within each 
group. The formulae used was appropriate for small correlated 
samples:60 T = (X-Xp) 
I j 
N Ex2-Ctx) 2 
N2 (N-1) 
This concludes the sununary of the expcri.ment:.al procedures of 
this study. The next chapter will detail the results. 
60 Tate, St~tistic5 in Educ~tio~, p. 287. 
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CHAPTER IV 
RESULTS k.~D DISCuSSION 
This chapter will present an analysis of the data collected 
in this study. Unless otherwise noted, only those items which 
yielded significant differences will be discussed. In the fol-
lowing presentation of results, tables will identify the sig-
nificant data, the significant items will be described, and the 
particular results explained. Since five separate analys·es were 
performed to test each of the five hypotheses in Chapter I, this 
segment will present the results relevant to each analysis in-
dependently and conclusions of the results will be discussed. 
Differences Between Grouo I and Group II 
on Pre-Practicum Judges' Ratings 
Hyoothesis l: 
There are no significant differences between the pre-
practiclli~ judges' ratings for Group I and Group II. 
The trainees from both groups interviewed one of three 
trained actors presenting the very same problem. On the basis 
of these ten minute taped interviews the judges found, according 
to the Carkhuff scale of gross discrimination, that no sig-
nificant difference existed between the two groups regarding 
counseling skills. The results are recorded in Table 7. 
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TABL3 7 
JUDGES' RATINGS ON PRE-PRACTICUM TAPE 
. } 
.I !1 I Groun 
I' 
Group I II i Difference T-test Significance 
' ~ q 
I' 
!I 
Ii ,, 
·1 
1.508 1.792 : .283 ll .sos !1 .429 .Mean I• SD ii .538 .093 ' 11 :, !• 
N 
II 12 12 1! 'I 
!1 ,4 
The judges found that both groups were nearly the same at 
the beginning of the course. It woulCi appear that Group II had 
just a slight advantage, but the difference is not significant. 
Group II had two individuals who had scores of 4.0 and 3.2 on 
the Carkhuff scale, while the highest score in Group I for the 
pre-practicum tape was only 2.5 on the scale. The major sig-
nificance of the pre-practicum rating was to establish the fact 
that no significant difference existed between the two groups 
at the beginning. In the previous chapter it was also est-
ablished that no significant difference existed as far as per-
sonality characteristics were concerned, (cf. page 64). 
Differences Between Grouo I and Grouo II 
on Post-Practicum Juages' Ratings 
Hypothesis 2: 
There are no significant differences between post-nracticum 
judges' ratings between Group I and Group II. 
e 
At the conclusion of the practicum experience the two 
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groups differed much more than at the beginning. The difference, 
although somewhat impressive, is Lot significant at the .OS 
") 
level. The results are presented in Table 8. 
TABLE 8 
POST JUDGES' RATINGS OF GROUP I k~D GROUP II 
ji 
Group rl ii Difference // T-test Jj Significance ,I Group II ii it " 11 
II 
' I! " 2.675 2.175 ,, .500 II .158 Mean 
!i 111. 460 I· SD 1: .979 .670 1! 1; ,, ,. I 
!I 
., 
N 12 12 l1 ll 
According to Table 8, WC can see that the mean for Group I 
was 2.675 and the mean for Group II was 2.175. The difference 
of .500 yielded a "T" score of 1.460 with a level of prob-
ability of .158. Therefore, both groups were at least minimally 
facilitative with neither group significantly more facili-
tative. 
Difference for Group I Between Pre and Post 
Practicurc. Jud.ges r=Ratings 
I Hypothesis 3: 
i There are no siqnificant differences between ore and post I ~ 
I ~ i practicum judges' ratings for Group I. 
l i Group I improved significantly during the course of the 
in Table 9. 
ii. 
'1 
I 
I 
i 
! 
! 
I 
I I 
I I 
I i 
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TABLE 9 
COMPARISON OP GROUP I PRE fu~D POST PRACTICW1 JUDGES' RATINGS 
ii Pre I Post II :1 ii I 11 
j) 1 • so s I 2 • 6 7 s 11 Mean 11 Ii SD l\ • 5 3 81 • ; 7 9 
SE i .155 ... 82 ii 
H I ,. 
N !I 121 12 It 
' 
' I 
Difference 
1.166 
a 
P=.01 
Ii 
!! 
!1 i! ii 
I' J 
Degree i 
11 of 'I T-test 
Freedom ii ii 
II 
22 II 6.82a 
. ! 
In the comparison of Group I from pre to post on practicum 
judges' ratings the mean for Group I on the pre test was 1.508 
and the mean for Group I on the post test was 2.675. The dif-
ference of 1.166 with 22 degrees of freedom yielded a "T" test 
of 6.82, which is significant at the .01 level. 
Difference for Grouo II Between Pre and Post 
Practicum" Juages 1 Ratings 
Hypothesis 4: 
There are no significant differences between pre and post 
practicum judges' ratings for Group II. 
Group II also changed significantly, over the course of the 
practicum, but the rate of change was not as great as that of 
Group I. Table 10 records the results for Group II. 
l 
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TABLE 10 
COMPARISON OF GROUP II PRE AND POST PR.~CTICUM JUDGES' RATINGS 
·i ~ 
r 11 
~ 
ll Pre Post ~ Difference Degree I;; p i: of q 
·I '1 Freedom l; lj !I Ii .. I' li " ll i'; Mean 1! 1. 791 2.175 { .383 22 II II i " SD 1.093 .670 l ii l· i SE !i • 315 .19 3 ij aP=.01 h ~A 
ll 
l; 
N 12 12 ;: 1! 
I ij 
T-test 
In the comparison of Group II from pre to post scores on 
was 1.791 and the mean for Group II on the post test was 2.175. 
The difference of .383 with 22 degrees of freedom yielded a "T" 
test of 6.56, which is significant at the .01 level. 
Differences Between Group I and Groue II 
on Pre to Post Practicum Judges' Ratings 
Hypothesis 5: 
There are no significant differences between the pre and 
post judges' ratings for Group I and the pre to post judges' 
! . ~ ~ ratings .1.or Group II. 
! Table 11 indicates the significant differences between 
Group I and Group II on the pre to post practicum judges' 
ratings. Group I improved at a much faster rate. 
., 
\, 
i 
I 
l 
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TABLE 11 
DIFFERENCES OF GROUP I AND GROUP II ON JUDGES' RATINGS 
-, 
'1 ,I I: Ii Degree Group I Group II Difference '1 i/ 11 of 11 I, 
I, 
I, I: Freedom ,, 
': Ji 
I' !I 
T-test 
I il ll Hean 
i\ 1.167 .383 .774 22 i! 
SD :1 l.709 1.223 ii il !I ! ,, SE Ii .141 .101 a P=.01 
ll 
'i 
N 12 12 11 
~ 
The final analysis, as recorded in Table 11, revealed that 
Group I showed significantly greater improvement. This indicated 
that Group I improved at a much faster rate than did Group II. 
The mean difference of 1.167 as compared to the mean difference 
of .383 for Group II, was a .774 with 22 degrees of freedom 
which yielded a "T" value of 6.30, significant at a .01 level. 
Summarv of Results 
The data recorded in this chapter indicated the following 
I results: first, that the two groups were basically the same at 
~ 
I 
I 
1 
I 
I 
! 
l 1 
I 
I 
I 
I 
the beginning of the practicum course; second, the psycho-
logical tests established the equivalency regarding a number of 
personality variables; third, the judges' ratings on the pre-
practicum tapes, using the Carkhuff scale of "Gross Ratings of 
Facilitative Interpersonal Functioning," showed the groups to 
be equivalent. 
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As a result of the practic~~ experiences, role-playing, 
video taping, group process, live counseling, and different 
-, 
methods of supervision, both groups changed significantly in the 
direction of increased c.ounseling ability as measured by 
carkhuff's scale. The groups were statistically similar as the 
beginning of the practicum evidenced by a probability value of 
.42. Although statistical differences at the end of the 
practicum were not significant, the probability level approaches 
significance as reflected by a probability level of .ls. 
A final analysis was performed to establish if the rate 
of change between the two groups was significantly different. 
This final computation revealed the Group I showed significantly 
greater improvement over the course of the semester. Therefore, 
this analysis established that Group I improved at a much 
faster rate over the four months of the practicum. 
CHAPTER V 
., 
SUM..'1ARY, CONCLUSIONS, l>.ND RECOMMENDATIONS 
Surr.mary 
prob le~':'. 
-
The importance and the significance of the supervised prac-
ticum experience in counselor education programs has been en-
dorsed by many prestigous groups. The American Personnel and 
id A . t' 61 . Gu ance ssocia ion, The A.~erican School Counselor Associ-
ation,62 The Association for Counselor Education and Super-
vision, 63 and the American Psychological Association,64 have all 
issued strong recommendations for counse:or education. It seems 
almost self-evident that counselors-in-training should have some 
opportunity in the course of their s·i:.udies to appropriate at-
titudes and skills relating to the counseling experience. The 
practicum is precisely suited for this purpose. 
61American Personnel and Guidance Association, "The 
Counselor: Professional Prepar~tion," pp. 536-541. 
62A.~erican School Counselor Association, State~ent of 
Policy for Counselors. 
63Association for Counselor Education and Supervision, 
Stz.ndards for Counselor Education. 
6 4
?,. • p h l . l - . /.. . II Th s d 
.nmerican syc o og1ca Associa~ion, e cope an 
Standards of Preparation, 11 pp. 149-152. 
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Yet, with all of the endorser:1ents from various professional 
groups, the literature in thE: area of the supervised practicum ., 
is scarce. What research and descriptive studies exist offer 
little in the way of new or novel procedures to the supervisory 
experience. It is in the light of this lack of basic research 
regarding possible alternatives to a standard practicum ex-
perience that this present study has been offered. 
Purpose 
The basic purpose of this study was to compare two dif-
ferent methods of supervision. Perhaps it would be more ac-
curate to indicate that it was a study of two different kinds of 
relationships established with counselors-in-training during the 
practicum for the purpose of observing which relationship pro-
duced a better counselor. 
One group of counselors-in-training - the monitor-model 
group - had the opportunity to be exposed to a kind of super-
vision in which the· supervisor was present during the counseling 
session, acting as a co-counselor or colleague. A non-threat-
ening attitude was assumed by the supervisor in the hopes that a 
more collaborative or team effort would develop. 
In the second group - immediate feedback - emphasis was 
placed on the supervisor being a "learned other" who evaluated 
I I , the counseling efforts of the trainees. It was the more tra-JI 1.. _d_i_t_i_o_n_a_1_,_a_i_d_a_c_t_~-~-a-p_p_r_o_a_c_h_t_o_s_u_'P_e_r_v_i_s_i_o_n_w_i_th __ t_h_i_· _s_o_n_e_e_x_- __ .... 
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ception, i.e., supervision w~s given to the trainee immediately 
following his colli~seling session. 
pooulc:.tion 
The counselor population consicted of twenty-four students 
enrolled in the colli~seling practicuili course, 495, Department of 
Guidance and Counseling, second s8mester, 1971, Loyola Uni-
., 
versity, Chicago, Illinois. Twelve students were assigned to the 
monitor-modeling group and the re:naining twelve to the im-
mediate feedback group. The basis of assignment was age, sex, 
occupation, and counseling experience. 
Instruments 
The Personality Orientation ~nventory - POI, and the 
Califor~ia Personality Inventory - CPI, were administered prior 
to the practicum experience ar.d again at the end of the prac-
ticum course. These instru.~ents were primarily used to est-
ablish the fact of equality between the groups. 
Carkhuff's "Gross Ratings of Facilitative Interpersonal 
Functioning 1 1165was the scale by which three judges evaluated the 
pre and post practicum interviews taped by the counselors-in-
training. According to Carkhuff, a score of "3 11 indicated that 
all of the conditions - empathy, co~gruence, respect, genuine-
65carkhuff, Helping and H~~~n RGlations, Volume l, pp. 
115-123. 
t 
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ness, etc., were being commi.;_'"lic.:.tod at a minimally facili tati.ve 
1evel. A score of "2" i:idicc:'.:.ed that only some of these con-
., 
ditions were being co:n.~unicated. Tables were constructed to 
record the relevancy of the judges' ratings for each group. 
procedures 
After the twenty-four counselo=s-in-training had been as-
signed to either the monitor-model group or to the immediate 
feedback group, they were su!Jseque~tly divided again into three 
groups of eight, designated as "work groups." These groups 
consisted of four individuals frcm the monitor-modeling section 
and four from the immediate feedback section. A supervisor was 
also assigned to each of these work g:;:oups. 
During the first week of the semester all 
a ten minute interview with a trained actor. 
the trainees tapel 
Three trained 
actors presented the sw~e problem to each group and this same 
procedure was again followed at the e~d of the course. The in-
dividuals in all three g~oups received the same experiences as 
far as role-playing, video t~ping, group process work, and 
listening to "professional" counseling tapes. 
The distinctive treatment given each group concerned the 
supervision. The cou.~selors-in-training in the monitor-model 
group had their supervisor present during all of their 
counseling interviews. The s::. tu'1tiol'l resembled tl-iat of a co-
counseling situation. Although the supervisor was present to 
' ' I 
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"monitor" the trainee's response:.:; or at times offer better 
respo;.::;;es and reflections, the tr&incc was responsible for con-
., 
ducting the interview. ?he sup0rvisio:r.. took place during the 
actual counseling sessio~. After the counseling session was 
completed, the supervisor ~nd the tr~inee discussed the session 
for a maximum of ten minutes. 
Those individuals in the ira.'T:ediate feedback group taped 
their interview with a client a.~d then had im..~ediate super-
vision. The supervision took the form of asking questions of 
the trainee, replaying b~e tape and indicating errors or poor 
responses, and working out a strategy for the next interview. 
Analyses of the data gathered indicated that both groups 
were similar at the beginning of the course. As a result of the 
practicum experience both groups improved significantly ac-
cording to the judges' ratings. The difference in counseling 
skills between the two groups at the end of the practicum was 
not significant, however, the final analysis established that 
the r~te of change of such skills between the two groups was 
significantly different, i.e., t.t-ie monitor-model group recorded 
a much greater rate of improvement ever the course of the 
semester. 
Null Hypotheses 
The following null hypotheses were tested: 
l. There are no significant differences between the pre-
I 
I 
l 
pr~cticum judges' ratings fo= Group I and Group II. Using 
carkhuff's scale (cf. Appendix V), the judges found no sig-
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nificant differences existing between the two groups regarding 
counseling skills ~t the begin~ing of the practicum. 
2. There are no significant differences between post-
practicum judges' ratings between Group I and Group II. At the 
conclusion of the practicum exparic~ce the two groups differed 
., 
much more than at the beginning. The difference, although some-
what impressive, is not significant at the .OS level. 
3. There are no significan~ diffe=ences between pre and 
post practicum judges' ratings for Group I. The null hypo-
thesis was rejected. Group I improved significantly over the 
course of the practicum. In tcrrr.s of the Carkhuff scale, the 
students were offering practically none of the conditions 
empathy, respect, genuineness, etc., which he considered es-
sential for good counseling, but by the end of the practicum 
the trainees had become at least minimally facilitative. 
4. There arc no significant differences between pre and 
post judges' ratings for Group II. This null hypothesis was 
also rejected •. Group II also changed significantly over the 
course of the practicu.u, but the rate of change was not as great 
as that of Group I. It can be concluded that the different 
treatments of supervision of fe:::ed to both groups were effective 
in bringing about a change in t.,,..e trainees. 
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5. There are no signific~ut differences between t:Oe pre 
' 
to post judges' ratings for Gro~? I z.nd the pre to post judges' 
~ 
' t 
ratings for Group II. This hypothesis was also rejected. Final 
computation revealed that Group I showed significantly greater 
improvement over the course of tile semester. Group I improved 
at a much faster rate tha.~ Group II during the four month prac-
~ ticu.~ experience. 
Conclusions 
The following observations arc p=esented in an attempt at 
further explanation of the results of this study. The first ob-
scrvation concerns the nuturc of the supervisory relationship in 
tho two dif fcrent kinds of practicum experience that were ex-
amined in this research. The individuals who participated in 
the monitor-model group enjoyed ~ special kind of relationship 
with their supervisor. It rnisht be described as a "wea feeling. 
The trainee and the supervi~or were part of a team working to-
gether therapeutically helping an individual client. The slight 
supervision provided after thG counseling session to those in 
the monitor-model group reserrbled two colleagues discussing a 
case rather than a student seeking help from the professor. 
This study believes that the significance of this relationship 
cannot be underestimated and that this relationship influenced 
t.~e other results recorded in this study. 
Because of this special team approach to supervision the 
. 
t 
I 
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Group I counselors-in-training all seemed to be much loss 
anxious than the G=oup II counselors-in-training, the im-
., 
mediate feedback group. The init~~l counselor anxiety prior to 
an interview was not in evidence ·with the individuals in t.'le 
monitor-model group, but it c~c~cd rr.o=e prevalent with the in-
dividuals in the immediate feedback group. Since the anxiety 
level of the trainees in the monitor-model group was lower, they 
could therefore concentrate much more intensely on the client 
and what he was articulating o= not articulating, and how he 
was reacting during the counseling ses~ion. I 
A fourth significant fac~or in the cxpl.::.nation of change I 
in okills of Group I, monitor-model, was that of immediacy, i.e.1 
stray responses, inaccurate reflections, confusion that might I 
arise of what the client was ~ctually conveying could be res- ' 
ponQ~d to immediately, and usually was during the session. The 
immediacy of the situation helped tl~e trainee·check sights while 
the supervisor responded to the clic:·.t. This factor of im-
rnediacy was also valuable from t.~e supervisor's point of view. 
When the discussion of the interview took place with the 
trainee, the supervisor could make accurate observations about 
the session since he was present and could detail his comments 
with, "did you notice what the client did after such and such 
was said?" The immediacy of presence of the supervisor, 
therefore, intensified the learning experience. This adds an 
r 84 
( . I , . . initial impact, since Group II s supc~vision was also rather 
~ "imrncdiate." Even though this grO\!? had their supervision irn-
' t 
madiately after the counseling session it was not as profitable 
as h"ving supervision during the actual time of the counseling 
session. 
It would be an error to l~ave the impression that there 
were no drawbacks to monitor-modc::ling. Certainly it would have 
been helpful for the trainee to have had some role-playing ex-
perience with their individual supervisors before they first 
stepped into a counseling situ~tion. Valuable time was lost 
., 
while tho trainee adju~ted to the counecling style of tho ouper-
visor. Somo individual3 of ~ more uutonomous and independent 
nature found initial se;:;zions of rr.onitor-model counseling dif-
ficult. Past life-experiences might have made them more self-
reliant and less dependent on others. However, this initial 
blocking, or competitive spirit, tended to disappear as the 
semester progressed. 
One final significant observ~tion can be made for this 
study. The developmental model of counselor training presented 
in this paper and substantiated by the computed research est-
ablished that more emphasis in the supervised practicu.~ should 
focus on establishing a "we" feeling or a team approach. From 
this "team" affect, the neophyto counselor could then gradual~y 
move toward a more autonomous existence so that eventually he 
t 
I 
' I 
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would be able to work by himself wi t.'ri a client and a tape 
recorder with a subst.::.nt.ial dagrC:e of success. In this manner 
-, I 
the experimenter would blend the old methods with a new approach 
to the counseling practicum. As w~s shown in Chapter IV, the 
two groups of counselors-in-training were judged similar in 
terms of personality characteristics at the end of the practicum 
experience. Yet, the two groups of counselors were judged some-
what different at the end of ti4e practicum in terms of level of 
functioning, although the results were not significant at the 
.OS level. The two groups of counselors, when compared from 
beginning to end, were significantly different in that Group I 
counselors showed much more growth. The more traditional method 
of having the supervisor listen to the taped interview proved 
valuable, but not as valuable as having the supervisor act as 
a co-counselor present during the counseling session. 
Recomm2nd2tions 
The design and procedures of this study, as well as the 
results, suggest several reco:rmendations for counselors and 
j counselor educators. Several of these recommendations are I particularly important regarding any future research on the 
i supervised practicum which might be generated by efforts such 
i I as this one. Other recommendations that have been drawn from 
I ~\ ~ the study pertain to eff~ctive methods of counselor training. 
f First: The study should be replicated with a greater 
86 
n~rnber of counselors at other institutions, and usi~g tho same 
and different instru..-nonts to m~asure change. Should the same ., I 
' 
results obtain, the findings could then be generalized to a 
greater population. 
l Seco~d: The study should be replicated with attention to 
I two factors. The period of time for the practicum should be lengthened and the number of ~nterviews increased. The prac-
ticum staff for this study felt that too m~~y activities were 
crowded into an already full sc~~dule. Therefore, by the 
lengthening of the period of pr~cticum study one might discover 
that the rate of change, although swift at tho beginning of the 
practicum, would level off by thia ext.ens ion of time. Perhaps 
a "mini-practicum" might be introduced earlier in counselor 
' 
education whereby counselor-trainees would be exposed to some 
l counseling experiences such as role-playing, group process, etc., prior to the actual counseling pr~cticum. 
Third: More study and rccearch is needed in order to 
understand the kind of relationship which developed in the 
monitor-model group between the supervisor and the trainee. It 
was felt that all of the dynamics of this relationship were 
not totally explored. 
Fourth: This study might well be replicated in areas other 
than counselor education and psychothor~py. For instance, one 
could work out a similar s~udy for train~os in speech t:~er"PY• 
r------. ----i87 
I I , I 
' I t ~ . 
Fifth: The results showed the.;\: bo<.:h method~ led to improved 
skills in the trainees. Cou.~8clo= educ~tors might well be ad-
-, 
1 I 
I I I moving toward the immediate feedb~ck model might be a more 
t 
! 
I 
vised to employ both methods in a supervised practicum. It is 
possible that beginning with monitor-modeling and then gradually 
effective method of practicu.~ supervision. 
i 
i 
' ' I 
I 
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APPENDIX I 
EXERCISE IN LISTENING 
d 
INSTRUCTIONS: 
EXA.'1PLE: 
EXERCISE IN L:S?ENI~G 
Below .:.:cc oom~ typicul ct2tcr;:cnt.o people often 
~~cc in conv~rcwt.ion. You 2rc to xc.:.~ e2ch one 
scp~r~tcly, trying to list.en carefully fo~ the 
fcGling bcil~g c::1)zc::;coc1. 7l1c~1 in '-:he rig!-. 1~-har•d 
colu.-;:."l write in t..'1.o foe ling you hc:ard in the 
cta\:.cmcnt. WRITS IN O~~LY F3:::LINGS, NO'l' CD:'JTE~';T. 
Some of the stata~cnts ~2Y contain rr.or~ th.:.n one 
feeling. Write in all the M1UN FEELINGS YOU HEAR. 
After you huve finished, com,?c:re your list of 
feelings with tr.o~c on t~e last page. Give your-
self a 11 4 11 if your choices mutch those given in 
that liot for c particul~r item. Give yourself 
a 11 2" on that it.cm if youx choices O:.:lly partially 
match or if you missed a feeling. Give yourself 
a "O" if your choices are quite different or if 
you missed all of the feeling~. BE SURE AND 
COVER UP THE "CORRECT" LIST WHILE YOU ARE DOING 
THE EXERCISE. 
"I don't know what is wrong. 
I can't seem to figuxe it out. 
Maybe I should just quit trying." 
:Jturr.ped 
discouraged 
defeated 
HE SAYS HE IS FEELING 
1. Wow! Do all that in three hours? 
2. I'm sure things will work out OK. 
As a matter of fact, I want to 
get started as soon as pos~ible. 
3. I've worked for the company 25 
years now. I have given thcr,1 all 
I've got. I've never shirked my 
duty and I \·1c.mt thxough the de-
pxession with them, never com-
plaining about my p~y. Now they 
tell me I huve to step aside and 
let a younger man take over. It's 
damned unfair. 
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HE SAYS IHE IS FEELING 
4. You know what? My sales have in-
creased every month now since I 
started those phone calls. I'm 
glad you had me figured out so 
right, Jim. Thanks for the tip. 
s. 
6. 
'· 
a. 
9. 
10. 
ll. 
No question about it. I've seen 
this sort of thing before. I 
know I'm right on this no matter 
what those other birds say is the 
reason. We just need a new ap-
proach. It's just that simple. 
I feel like getting out while the 
getting is good. Why wait around 
until one day you'll get fired on 
a whim or just because you didn't 
dot an •i• or cross a •t." 
Well, don't you think you would like 
to have the same thing done for you 
if you were in my shoes? Wouldn't 
everyone feel this way? 
~ 
This place is sort of .home to me and 
1
j 
my job fits me like a glove. 
As I look back on what I did I just I 
can't believe it was me. I shouldn't! 
have ever treated Nina that way. I 
f 
Boy, I wouldn't treat a dog that way.l 
Who does he think he is anyway? I 1 
should have punched him in the nose! 
I don't care what happens to me any-
more, life isn't worth living. Why 
go on? Everything looks black and 
gloomy. 
12. Alright, I said I was sorry didn't I? 
What more do you want me to do? I 
know I was wrong. 
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HE SA.YS 
13. Do you mean that you think I should 
go back and just tell him to his face? 
Won't that make him resent me? 
14. I came up the hard way - no formal 
education. These young punks have 
it easy, stepping into these jobs 
right out of college. Wish I'd had 
the money to get me a degree. 
15. I'd like to check with you again on 
this problem you gave me. I've got 
an answer to it but, I don't know, 
maybe it's goofy •. You have more ex-
perience than I will ever have on 
stuff like this. 
16. You know I've been feeling this way 
now for two weeks. It should have 
gone away by now. What would cause 
this sort of fatigue? 
17. I wish my boss would let me know more 
often how I'm doing. He never pats 
me on the back anymore. 
18. I've known of other companies that 
tried this and it didn't do much 
good. Look at Spencer company, they've 
gone broke. It aounds good, but I 
don't know whether it will work. 
19. Now that he did it for me last year, 
I have to do it for him, but I sure 
don't want to. 
20. · My boy won the Best Athlete Award at 
school. What do you think of that? 
He's a real boy! But, tell me, how 
do you make your boy study? Maybe 
we've just let him get by. 
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21. Tell me something will you. How much 
do you think the average man my age 
makes per month? Of course, I was in 
the service for four years and that 
held me back. 
22. Do you definitely have to have those 
government reports by Monday? I also 
have that aircraft job as well as the 
monthly cost sheet to do. When will 
this push ever stop? 
23. Can't we go on to another topic - why 
do we have to hash and rehash this same 
problem? 
24. Gee, it's ten after twelve and the 
meeting was called for twelve sharp. 
Some of us get here on time. I hate 
corning in and sitting evecy-week just 
waiting for others. 
25. You can say that again! 
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USE THE SCORING KEY ON THE NEXT PAGE TO CHECK YOUR RESPONSES. 
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Scoring Key 
DIRECTIONS: When finished, detach this sheet and use this key 
as a guide in evaluating your own responses. Mark 
your score on the LEFT on each item on the previous 
three pages, NOT ON THIS PAGE, using the scoring 
system described in the INSTRUCTIONS. 
Finally, total your scores and write this total on 
the last page of the exercise. 
l. Amazed, unbelieving. 
2. Hopeful, confident, 
optimistic, eager. 
3. Bitter, resentful. 
4. Proud, pleased, happy, 
grateful, appreciative. 
5. Certain, sure. 
6. Shakey, insecure, pre-
carious. 
7. I'm not out-of-lino, my 
foolinga aro juatifiod. 
8. Con~ented, satisfied. 
9. Guilty, ashamed, sorry. 
10. Angry, mistreated, offended. 
11. Depressed, feel like giving 
15. Lack of confidence, unsure 
inadequate, can't trust 
my judgment. 
16. Worried, concerned. 
17. I need some assurance, 
uncertainty. 
18. Skeptical, I have some 
doubts, like to be sure. 
19. Under an obligation, I 
should, but I don't feel 
like it. 
20. Proud, plo~Bcd, yet con-
cerned about hia acad-
omic work. Concerned if 
I'm doing enough for him. 
21. Wonder how I stack up. 
Arn I moving fast enough? 
Worried about progress. 
up, low as I can get. 22. Pressed for time. Over-
loaded. Under pressure. 
12. You're rubbing it in, lay 
off. I've paid enough. 23. Impatient, fed up, sick of 
the problem. 
13. Skeptical of idea, afraid 
of consequences·. · 24. Resentful of late comers. 
Irritated, anxious to 
begin. 14. Envious, serise of unfair-
ness. 
25. I agree with that. I'm 
for that. 
APPENDIX II 
COUNSELING EVALUATION FOR~ 
COUNSELING EVALUATION FORM 
Client Session Date counse~l-o_r ________________ _ Supervi_s_o_r_____ ----------------
Freq' ly Occ'ly Rarely Not at 
l. The counselor misses the cues 
of what is important to the 
client. 
2. The counselor's remarks make 
things clearer for the client. 
3. Tho counselor tries to see 
things from the client's .point-
of-view. 
4. The counselor appears alert to 
the feelings which are ex-
all ,, 
pressed in the client's remarks, I I 
positive and negative. ! 
---------;--------;-----~,__ ____ __ l 
s. The counselor is not with the 
client emotionally. I 
6. Counselor uses a level of vo-
cabulary similar to that of the 
client. I ! 
+--' --,!----+-~,--7. Counselor seems to make the 
client defensive. 
a. The counselor accepts the 
1
1 
1
1 I' 
client's expressions without j 
approval or disapproval. 1 .. 
~------Nl ______ _,_) ______ +---------I 
9. Counselor uses effective leads 
to help the client talk about 
his problem from new perspec-
tives. 
10. The counselor selects the 
topics for the interview. 
11. The counselors reflection or 
restatement of a client's res-
ponse is an accurate repre-
sentation of what the client 
says. 
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SUPERVISION INSTRUCTIONS TO GROUP I - MONITOR-MODELING 
BACKGROUND: For the past year I have been engaged in the work 
of supervision. Hundreds of hours have been logged 
in listening to tapes made by beginning counselors~ 
It became quite evident after such intense listening 
that one could detect certain patterns among new 
counselors, i.e., obvious cues from the clients 
that were missed, irrelevant questions that were 
asked, certain feelings that were passed over. In 
reviewing the tape with the counselor I frequently 
wished that I could have been present to correct 
the inappropriate response then and there pre-
venting the new counselor from just wandering 
around lost in the interview. 
An appropriate example of the statement above might 
be found in the teaching of swimming. The in-
structor presents himself as a model to the neophyte 
swimmer showing the new swimmer a stroke, watching 
him try to perform in a similar way, but making any 
necessary corrections. 
In learning how to drive an automobile the in-
structor is present with a duplicate set of in-
struments before him. The new driver directs the 
auto, but from time to time ~~e instructor may have 
to regulate or control the car with his own brake. 
Examples such as these have led me to attempt a 
different approach to supervision and ultimately 
the learning of counseling. 
PURPOSE: The purpose of monitor-modeling is to help the 
beginning counselor learn to counsel more ef fec-
ti vely and efficiently. This supervisor asks two 
questions: 
l. Does the neophyte counselor learn counseling 
skills better when the suoervisor offers im-
mediate supervision as a role-model, i.e., oc-
casionally coming in with a more accurate and 
understanding response? 
.2. Does the beginning counselor learn more ef-
fectively about counseling skills when super-
vision follows immediately after the counseling 
session? During that time t~e taped interview 
is replayed and the counselor's non-understand-
ing responses and missed cues are discussed. ~ 
This form of supervision places the neophyte 
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METHOD: 
l 
counselor in the role of a client and the 
supervisor in the role of a counselor? 
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One must be mindful that in monitor-modeling, the 
FOCUS IS ON THE NEOPHYTE COUNSELOR. To some it ., 
may appear that the focus is on more effective 
counseling for the client. It is taken for granted 
that better counaeling should result when you place 
an experienced counselor and a beginning counselor 
together with a client. Only INDIRECTLY is the 
supervisor concerned with the client's problems. 
The supervisor is MORE DIRECTLY CONCERNED with the 
beginning counselor and how he is reacting to what 
the client articulates or feels. The example 
coming to mind here is that of driver education. 
The instructor does NOT DO the driving even though 
he has a duplicate set of instruments before him. 
No, he allows the new driver to direct the car, and 
only rarely will he utilize his instruments. The 
whole purpose being to have the new driver handle 
the car by himself. 
Thus, with monitor-modeling, the supervisor's task 
is to aid the new counselor in feeling more at ease 
in the counseling s~_tuation and so to respond in a_ 
more understanding and empathic way. 
The client enters the room where the counselor and 
the supervisor are seated, (cf. diagram below). 
The client is equidistant from both supervisor and 
counselor. 
6. 
supervisor counselor 
The session begins like a..~y other counseling session 
If the supervisor feels that an inappropriate 
remark has been made by the counselor, or that the 
counselor has missed a particular cue from the 
client, or failed to understand certain feelings, 
or asked the wrong question, he would at that part-
icular moment address his remark to the client. It 
is possible that he could also make his reflection 
to the counselor. His remark to the client would 
act as a type of modeling response for the begin-
ning counselor. The supervisor's reflection could 
also be considered as regulating, controlling, or 
"monitoring" the counseling session. The remark 
QUESTIONS: 
. ~ 
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allows the neophyte counselor a realization that 
perhaps he has missed something in the client's 
cormnunication and would give him the opportunity to 
"zero-in" on what the client haa Raid inotoad of 
wandering around in tho ecssion. ~ 
l. How often does the supervisor enter the session? 
ANSWER: This will depend on the nature of the 
interview. In all likelihood, he will 
make more reflections or remarks at the 
beginning of the course than at the end of 
the semester. 
2. Does not the having of two counselors intimidate 
the client? 
ANSWER: This could be a possible result. It might 
also, however, make the client feel 
special in having two counselors. 
3. Mon.itor-modeling supervision seems to be very 
similar to multiple counseling or "two-headed" 
counseling? 
ANSWER: At. times it would certainly appear that 
way. The supervisor does make remarks 
directly to the client and the client may 
respond to him, but the supervisor's chief 
purpose is to help the COUNSELOR, and only 
indirectly help the client. If it were a 
form of multiple counseling, and the aim 
would be rno~e effective counseling, the 
supervisor would be more concerned with 
his counseling the client rather than his 
supervising the counselor. 
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SUPERVISION INSTRUCTIONS TO GROUP II - IMMEDIATE FEEDBACK 
SUPERVISION: 
(in general) 
RELATIONSHIP: 
('the super-
visor) 
SUPERVISION: 
(in the past) 
The purpose and manner of supervision for counselo~s 
has received much attention in the last few years. 
Many have talked or written about its importance 
in counselor education, but have not indicated just 
how it should be performed. 
I feel that the period of supervision should be 
that time in which one comes to know himself better 
and in that very process of knowing himself becomes 
more helpful to those who come to him for 
counseling. During supervision, I believe the 
counselor comes to a much better understanding, a 
more realistic and existential understanding, of 
what it means to be a counselor. He becomes a 
much better listener, much more attentive to what 
individuals say and do not say, he comes to grasp 
the dynamics of pcrson~_ity in a much more tangible 
way, he learns ways of aiding individuals in ex-
ploring their feelings, and hopefully, he is 
learning a style of counseling consonant with his 
personality. 
This relationship to t~e supervisor is very dif-
ficult to describe. Some say that it cannot be 
that of a teacher to a student, but unfortunately 
the expectations of the students usually make it 
thus. Some feel that it should be very close to 
that of a therapist to a client, but even that 
analogy seems to brea~ down. I suspect that it 
borders between the two of these relationships. At 
times sessions do become didactic because certain 
information is lacking to the neophyte counselor, 
at other times the supervisor is handling the 
feelings of the new counselor as they intrude_ on 
the counseling situation. 
In the past, supervision of a taped interview could 
take place anywhere from immediately after the 
session to two weeks after these sessions, thus 
such supervision took place after much of the 
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immediacy of the counseling situation was gone or 
lost. So often I found that the feelings which 
the cqunselor had immediately after a counseling 
session were not retreivable at the time of the 
supervision and that questions which the new ·> 
counselor would have liked to ask could not be 
aurmnoned forward. 
Therefore, as part of this research project it was 
• decided that the beginning counselor should get 
IMM.EDIATE FEEDBACK on his counseling performance. 
In this way he would have an opportunity to review 
his counseling techniques used in a session while 
the situation was still fresh in mind. 
The process of supervision will vary somewhat from 
supervisor to supervisor and firom interview to 
interview. Here are some considerations: 
1. How does the counselor feel about the interview? 
2. What did he feel was the main problem? 
3. What was he attempting to do in the interview? 
4. What hypothesis does he have to account for 
the student's or client's behavior? 
s. How did he feel about the prolonged silence? 
6. How did he feel ~~out the client? 
The supervisor may replay sections of the tape, 
especially the first five minutes of the interview. 
So often patterns of counseling are established 
here and are continued for the rest of the inter-
view. The supervisor may be particularly in-
terested in seeing how well the beginning counselor 
is listening. Does it seem that the counselor is 
missing cues or asking too many questions or not 
following the client's communication. The super-
visor may replay just the response of the client, 
then have the counselor give a response in other 
words of what the client conveyed, have him then 
give a good response, and finally play his actual 
response to see how the two match. At other times 
the super.visor may play longer sections of the 
taped interview to evaluate the quality of it. 
ADVANTAGES: One large advantage of immediate feedback super-
vision is that the beginning counselor has an op-
portunity to review his tape when the issues and 
feelings are still frech. 
I also believe that hearing his own tape is a 
lll 
valuable learning experience. Some beginning 
counselors are shocked at some of the things they 
say on tape and would no~ believe responses they 
make had they not been recorded. 
A further advantage would be that through hearing ., 
the tape, a counselor develops insight into the 
manner of his counseling and listening or non-
listening which is difficult to duplicate. 
.. 
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INSTRUCTIONS TO JUDGESa 
Gross Ratings of Facilitative Interpersonal Functioning 
The facilitator is a person who lives effectively himself 
and who discloses himself in a genuine and constructive fashion 
in response to others. He corrmunicates an accurate empathic 
understanding and a respect for all of the feelings of other 
persons and guides discussions with those persons into specific 
feelings and experiences. He communicates confidence in what 
he is doing and is spontaneous and intense. In addition, while 
he is open and flexible in his relations with others, in his 
commitment to the welfare of the other person he is quite cap-
able of active, assertive, and even confronting behavior when 
it is appropriate. 
Discriminative learning is defined as ••• "the learning to 
note those particular cues or clues in a stimulus situation 
needed to evoke one response rather than another." 
·; 
There are two basic types of discrimination possible in a 
relationship in which one person is seeking help from another. 
The first involves discerning what is happening in the total 
relationship and what the helpee is communicating to the helper • 
••• the second, and most difficult, is discerning what would be 
helpful for the helper to do or say in the particular situation. 
By facilitative we simply mean that which frees the in-
dividual to attain higher and more personally rewarding levels 
of intrapersonal functioning. While facilitative may also con-
note the behavioral change resultant from the symptom and or 
anxiety reduction due to techniques as systematic counter-
conditioning, we employ the construct primarily to denote those 
counselor dimensions of attitude and se~sitivity that create a 
therapeutic atmosphere enabling the client to relate con-
structively to the counselor and to himself within the thera-
peutic encounter. Dimensions such as the counselor's accurate 
empathic understanding of the client, his respect for the client, 
his genuineness within the encounter, and the concreteness or 
specificity with which the counselor and the client deal with 
feelings and problem expressions, enable the client to explore 
himself constructively in his areas of concern. 
aA more complete version of these instructions including 
the client responses used for judges' training can be found in 
Robert Carkhuff's book, HELPING AND HUMAN RELATIONS, Volume 1, 
PP• 115-123. · 
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